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The Effects of Concurrently Teaching Parents and Their
Children with Learning Adjustment Problems The
Principles of Parent Effectiveness Training
by
Sterling Andelin, Doctor of Philosophy
Utah State University, 1975
Major Professor: Dr. Elwin C. Nielsen
Department: Psychology
This study attempts to determine if concurrently teaching Parent
Effectiveness Training principles to parents and their children
results in greater effectiveness than teaching the parents only.
The study was performed in the context of the Learning Adjustment School Program sponsored by the Eastern Idaho Community Mental
Health Center in Idaho Falla, Idaho.
The subjects were 35 students in this program who had learning
disabilities and/or emotional disturbances.
parents were also subjects.

Fifty-two of their

An experimental group of parents, a

control group of parents, an experimental group of children, and
a control group of children were selected.

The students in the

experimental group of children were the children of the parents in
the experimental group of parents.

The same relationship existed

for the control groups.
Both groups of parents received a course in Parent Effectiveness
Training.

The experimental group of children received a modified
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version of Parent Effectiveness Training.

The control group of

children did not receive instruction in the principles of Parent
Effectiveness Training.
All parents were pretested and post-tested on the Parent Attitude
Survey, the Parent Problem Check List, and the Self-concept Inventory-Parent.

All children were pretested and post-tested on the Children's

Reports of Parental Behavior Inventory and the Self-Concept
Inventory--child.
The experimental group of parents ahowed a significantly greater
increase in confidence in themselves as parents, in trusting their
children, in over all attitude improvement, and in more positive
self-ratings of their own problems.

These results were consistent

with the predicted outcome.
The control group of children rated their parents as showing a
significantly greater decrease in hostile detachment than the experimental group of children.

The control group also rated themselves

as showing a significantly greater increase in positive work habits
and happy qualities than did the children in the experimental group.
These results were inconsistent with the predicted outcome.
The results of this study seem to indicate that teaching children
Parent Effectiveness Training principles is desirable from the point
of view of parents but undesirable from the point of· view of children.

(154 pages)

CIIAPTF.R I
Introduction
Learning Adjustment School Program
The Eastern Idaho Community Mental Health Center in Idaho Falls,
Idaho, sponsors a Learning Adjustment School Program staffed by three
psychologists and nine special class teachers.

The psychologists

spend approximately 50 percent of their time in the program.

Their

function is to act in a consulting role to the special class teachers.
This involves evaluating, diagnosing, planning programs, and often
conducting individual and group therapy with the students.

In

addition, they participate in parent conferences and teach parent
education classes to the parents of students enrolled in the learning
adjustment classes.
The special class teachers are located at various schools in the
Idaho Falls area.

They function in their schools as regular faculty

members although they are employed by the Mental Health Center.

All

of the teachers have master's degrees or equivalent training in the
field of special education with emphasis in teaching learning disabled and emotionally disturbed children.
The learning adjustment classes are run on a resource room model
rather than self-contained classrooms.

This allows the teacher to

function more effectively as a consultant to the other teachers in the
building.

The students in these classes are referred by the regular

class teachers and are admitted to the program upon the recommendation
of an admissions and discharge committee which is comprised of the
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regular classroom teacher, the learning adjustment teacher, the school
principal, a school district psychologist, the school counselor, and
a psychologist from the Mental Health Center.
The students placed in the learning adjustment classes exhibit
one or more of the following characteristics:
above intellectual ability.

They have average or

They are working below grade level or

are doing less than the sssigned classroom work.

They are demon-

strating behavior disruptive to the classroom setting.

They are

exhibiting behavior indica tive of social maladjustment or emotional
disturbance.
The learning adjustment classes operate as a cooperative program
through contractual agreements between the Eastern Idaho Community
Mental Health Center and School Districts 91 and 93 in Idaho Falls
(Eastern Idaho Community Mental Health Center, 1973).
of the program is in the elementary grades.

The emphasis

Its purpose ia to prevent

more serious problema by working with the home, the schoo 1, and the
student to promote harmony, understanding, self-confidence, and constructive independence which hopefully will carry over into adult
life.
An integral part of this program is parent education.

Parents

of students in the program are encouraged to attend evening classes
taught by the three psychologists.
have been used previously:

Several approaches and theories

Modifying Children's Behavior:

for Parents and Professionals (Valett, 1969); Children:

A Guide

The Challenge

(Dreikurs, 1964); and most recently Parent Effectiveness Training
(Gordon, 1970),

It is the opinion of the program administrators
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that Parent Effectiveness Training (PET) is the most effective and
well received of the approaches.

This opinion is based on informal

responses from the parents, the learning adjustment teachers, and
the experiences of the psychologists in teaching PET .

For these

reasons the Mental Health Center is continuing to use PET in its
school program.
Parent Effectiveness Training
Parent Effectiveness Training is a program designed to modify
the child rearing practices of parents (Gordon, 1970).

It was origi-

nally developed in 1962 by Thomas Gordon, a clinical psychologist
in Pasadena, California.

PET has now expanded to hundreds of com-

munities where it is taught by licensed instructors who are specially
trained to teach the course.
Parent Effectiveness Training is designed to implement the
following basic ideas:
1.

Parents can do a better job of being therapeutic agents with

their children than professional therapists because they have infinitely more interaction with them; however, they must learn certain
skills utilized by professional therapists.
these is what Gordon calls active listening.

The most important of
Active listening is the

ability to listen in a nonjudgmental, accepting manner when another
person has a problem in his life.
2.

Parents have the right to enjoy life at home and to have

their own needs met in the parent-child relationship.

This requires

modifying unacceptable behavior of the child with "I" messa ges.
Parents can do thil without using power and without damaging the
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self-esteem of their children if they learn certain skills.

These

skills include sending honest messages true to their feelings,
leveling without blaming, and utilizing nonpower methods of modifying
the child's physical environment.
3.

Most problems due to conflicts between the needs of parents

and children can be resolved without either of them winning at the
expense of the other losing.

This is possible if parents can learn

and teach a nonpower, "no-lose" method of conflict resolution that
brings about a mutually acceptable solution.
4.

Many conflicts and disagreements in the parent-child rela-

tionship can be avoided in the first place if parents can learn to
respect and accept values of the child that may differ from their
own.

This is especially true if the values of the child do not

concretely interfere with the needs of the parents.
The course consists of eight 3-hour sessions usually held
weekly.

It utilizes a variety of instructional modalities to teach

the attitudes and skills involved.

Among these are a textbook

entitled Parent Effectiveness Training and an accompanying workbook
with practice exercises to be used at home between class sessions.
Also used are tape recordings, brief lectures, classroom role-playing
exercises, discussions, modeling of active listening, "I" meaaages
and problem solving by the instructor, and class exercises applying
the skills to family interactions.
Parent Effectiveness Training is intended to be preventive
education rather than therapy; however, therapeutic incident& almost
always occur in the sessions and many existing problems are often
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solved.

The emphasis is in teaching skills which facilitate better

"parenting" as well as presenting theoretical and logical explanations
of their psychological merits.

The course is designed for maximum

participant involvement and relies heavily on the experimental component of learning.
The Problem
The principles and format of the formal PET course have been
adapted to relat ionships other than the parent-child relationship.
Among these are Teacher Effectiveness Training {TET) for the teacher student relationship; Leader Effectiveness Training (LET) for the
employer -employee relationship; and Ruman Effectiveness Training {RET)
for groups of people, particularly

co~orkers,

who wish to improve

their interpersonal skills .
In the courses directed at improving adult-child relationships
{PET and TET) only the adults receive training in the skills.

To the

best of the author's knowledge, there have been no studies performed
in which children have received instruction in the principles of
Effectiveness Training as well as the ir parents.

The situation

referred to is one in which parents and their children both receive
training in the principles and skills of PET during the same eight
week period but in different physical locations.

The expectation of

such an arrangement is additional mutual satisfaction in the parentchild relationsh ip.
The problem with which this study was concerned is the complete
lack of research findings with respect to children receiving the
principles

of PET concurrent ly with their parents.

The Learning
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Adjustment School Program at the Eastern Idaho Community Mental Health
Center

presents an excellent framework in which to explore the merits

of such an arrangement.
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CHAPTER II
Review of Literature
In reviewing the Literature the author found extremely little
on Parent Effectiveness Training research.

The publication of the

book, Parent Effectiveness Training, in 1970 and the Instructor
Modules in 1972 is recent enough that what little research performed
has not yet appeared in the literature.

Summaries of one published

study and several unpublished studies, most of them advanced degree
theses, will be presented.
Results of Parent Effectiveness Training
Roland Larson of the Youth Research Center in Minneapolis,
Minnesota, performed a study in which three parent class approaches
were compared and evaluated (Larson, 1972).

The three approaches

were the Achievement Motivation Program, a discussion-encounter group,

and Parent Effectiveness Training.

Larson's over all evaluation

indicated PET as being superior to the other two approaches in
achieving improved parent-child relationships.

The discussion-

encounter group was the least effective.
Specific findings relating to PET are as follow:
1.

Children designated as underachievers whose parents took PET

gained a full grade point in school from the first to the third quarter.
2.

Children of the PET graduates improved in school performance

from the first to the third quarter as compared with control group
children.
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3.

The PET group of parents showed the greatest over all gains

especially in confidence as parents, insight into the behavior of
their children, and trust of their children.
4.

The PET group of parents showed the greatest reduction in

problems with their children.
5.

PET graduates showed larger improvements in their own self-

concept than did parents in a no-training control group.
6.

PET graduates showed fewer concerns

or problems after

training than before.
The instruments used in the study were:
1.

An adaptation of Sears' Self-concept Inventory.

2.

Kiresuk and Sherman's adaptation of the Parent Concern

Survey.
3.

Hereford's Parent Attitude Scale.

4.

Check liat of Problem•.

5.

PET Pinal Evaluation Form.

6.

Group Leader's Report.

7.

Changes in grade point average among children.

Marshall Stearn performed a study for a doctoral thesis in which
he studied the relationship between PET and parent attitudes, parent
behavior, and self-esteem of the child (Stearn, 1971).

The instru-

ments used in his study were the Levinson-Huffman Traditional Family
Ideology Scale, Coopersmith's Self-Esteem Inventory, and the BarrettLeonard Relationship Inventory.
of variance.
follow:

The data were analyzed with analysis

The findings from Stearn's study are summarized as
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1.

PET graduates were found to be significantly more democratic

i n their att itudes toward their families 14 weeks after beginning the
PET course as compared with two no-training control groups.
2.

The children of the PET graduates increased significantly

in self-esteem from pre-PET to 14 weeks after beginning the PET course
as compared with two no-training control groups.
3.

No significant differences were found between PET graduates

and two no-training control groups in children's ratings of their
parents' empathy, congruence, acceptance, and positive regard.
Michael Lillibridge investigated the relationship among PET,
change in parents' self-assessed attitudes, and children's perceptions
of their parents' behavior (Lillibridge, 1971).

Analysis of variance

wa s used to analyze the data whi ch were obtained from Hereford's
Parent Attitude Survey and Schaefer's Children's Reports of Parental
Behavior Inventory.
1.

Lillibridge's findings are summarized as follow:

PET graduates improved significantly from before the course

to immediately after the course in the following ways:

a) more

confidence in themselves as parents, b) more accepting of their children, and c) more crusting of their children.
2.

No significant changes were found in understanding the cause

of a child's problems or in understanding of the child.
3.

The children of PET graduates showed significant changes in

the following:

a) perceiving their parents as more accepting of them

generally and particularly more accepting of them as individuals, and
b)

perceivir~

their parents as leas rejecting.

Julian Garcia demonstrated the value of PET as a model for
preventive parent education programs (Garcia, 1971).

The data were
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obt,a i.ned from Hereford's Parent Attitude Survey Scales and were analyzed with McNemar's test for the significance of changes.

PET

graduates from two classes showed significant changes from pre-course
to immediately after-course on the following dimensions:
1.

Greater confidence in their parental role,

2.

Increased mutual understanding between parent and child.

3.

Increased mutual trust between parent and child,

In a study entitled, "Parent Effectiveness Training and Change
in Parente 1 Attitudes," Barbara Peterson obtained the following
results (Peterson, 1971):
1.

Class participants scored significantly lower on Authoritarian

Control and higher on Mutual Problem Solving, Acceptance of Conflict,
and Attitude Toward Listening after completion of a PET course.

This

was measured with the Parent Attitude Research Instrument of Schaefer
and Bell and tested with McNemar's test for the significance of changes.
2.

Adolescent children rated their parents significantly higher

on Acceptance, Acceptance of Individuation, and Positive Iovolvement
following their parents' participation in the training course.

They

also rated their parents lower on Extreme Autonomy (excessive permissiveness) and lower on Hostile Detachment.

This was measured with

Schaefer's Children's Reports of Parent Behavior Inventory and
tested with McNemar's test for the significance of changes.
Sheila Haynes compared PET with a lecture-discussion course on
Adolescent Psychology to assess changes in parental attitudes toward
child rearing practices (Haynes, 1972).
groupe of 20 mothers each.

She used two experimental

One group received the eight week PET

course and the second group received a six week lecture-discussion
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course.

Two groups of 20 mothers each were used as controls.

All

participants were pretested and post-tested with a modified version
of Hereford's Parent Attitude Survey.
Using analysis of covariance, Haynes

found that the PET group

was significantly different in a positive direction from the other
three groups which were not significantly different from each other.
It was concluded that Parent Effectiveness Training is a successful
method of improving parental attitudes toward the rearing of children.
An underlying assumption of these and other PET studies is the
relationship between parental attitudes and child behavior.

It is

assumed, for example, that if parents are accepting, understanding,
and trusting of their children, their children will develop healthy
emotional attitudes and exhibit minimal problem behaviors.

In an

extensive review of the literature on this topic, Haynes concluded
that this assumption seems to be supported by representatives of many
academic disciplines (Haynes, 1972).
The conclusion reached from the studies quoted above is that
parent education is an effective way of altering parental attitudes
and that Parent Effectiveness Training has been demonstrated to be
an effective method of parent education.
Effects of Working with Parents and Children
As indicated earlier, the concern of this research was a study
within the Parent Effectiveness Training Program itself, rather
than a comparison of PET with other approaches to parent educat ion.
The expectation was to demonstrate a way of enhancing the over all
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effectiveness of PET in the on-going Learning

Adjus~ent

School

Program of the Eastern Idaho Community Mental Health Center.
A somewhat related study was performed by George Dee at the
Jane Wayland Child Guidance Center for school adjustment problems
(Dee, 1970).

The purpose of his study was to determine the measurable

effects cf group counseling on children with school adjustment problems
when parents only, child only, or parent and child both were counseled
in group settings.

Who was treated was the main concern, not how

they were treated.

Child-centered Parent Group Counseling was used

to treat the parents and Activity Group Therapy was used to treat
the children.

Each group met for 90 minutes once a week over a six

month period.
The results indicated that including both the parent and the
child in group counseling increases the effectiveness of treatment.
In summary, the review of literature has shown that Parent
Effectiveness Training has been demonstrated to be an effective method
of altering parental attitudes toward the rearing of children.

Parent

Effectiveness Training has also enhanced the parent-child relationship
on dimensions such as self-concept of the parent and the child,
children's perception of parental behavior, and others.
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CHAPTER Ill
Methodology
As previously sta ted the objective of this study was to determine
the desirability of concurrently teaching the principles and skills
of PET to the children of parents enrolled in PET courses.

The study

was performed in the context of the Learning Adjustment School
Program sponsored and administered by the Eastern Idaho Community
Mental Health Center in conjunction with School Districts 91 and 93
in Idaho Falls, Idaho.

It was expected that including children

according to the manner stated below would bring about more positive
changes than instructing the parents only.
This was accomplished by comparing data obtained from experimental
groups and control groups.

In the experimental group the parents

received instruction in PET at evening classes over an eight week
period.

Their children also received instruction in the principles

and skills of PET.

This occurred during the same eight week period

at school.
In the control group the parents received instruction in PET
over the eight week period, but their children did not.

Further

details of the procedure are presented in the section on procedures.
There were several dimensions on which change was measured.
Each dimension was accompanied by a set of hypotheses which followed
directly from the instruments used in assessing change.
in which change was assessed are:

The areas

L4

1.

Parental attitude change in five areas of the parent-child

relationship was measured by the Parent Attitude Survey (Hereford,
1963).
2.

Changes in child behavior as reported by the child's parents

and changes parents report in their own behavior.

This was measured

by the Parent Problem Check List (Allen, 1974).
3.

Changes in the self-concept of parents in six areas of

concern as measured by the Self-concept Inventory- -Parent (Larson,
1972).

4.

Children's perception of parental behavior change in four

areas of the parent-child relationship as measured by the Children's
Reports of Parental Behavior Inventory (Schaefer, 1965).
5.

Changes in the self-concept of children in 10 areas of

concern as measured by the Self-concept Inventory--child (Larson,
1972).
Hypotheses
The first six hypotheses are concerned with parent attitudes as
measured by the Parent Attitude Survey.
1.

Parents in the experimental group will show a significantly

greater increase

In their confidence as parents than will parents in

the control group (.OS level).
2.

Parents in the experimental group will show a significantly

greater increase in their insight into the causation of their
children's behavior than wi ll parents in the control group (.05
level).
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3.

Parents in the experimental group

~ill sho~

a

signifi~antly

greater increase in their acceptance of their children's behavior
and feelings than
4.

~ill

parents in the control group (.05 level).

Parents in the experimental group

~ill

show a significantly

greater increase in their understanding of their children than will
parents in the control group (.05 level).

5.

Parents in the experimental group will show a significantly

greater increase in their trust of their children than will parents
in the control group (.05 level).
6.

Parents in the experimental group will show a signfieantly

greater increase in over all attitude change in a positive direction
than will parents in the control group (.05 level).
The next two hypotheses (7 and 8) are concerned with how parents
rate the problem behaviors of their children and also the problems
they, themselves, frequently have as meaeured by the Parent Problem
Check List.
7.

Parents in the experimental group will rate their children

as showing a significantly greater decrease in problem behaviors than
will parents in the control group (.05 level).
8.

Parents in the experimental group will rate themselves as

shoving a significantly greater decrease in their own problema than
will parents in the control group (.05 level).
The next seven hypotheses (9 through 15) are concerned with how
a parent feels about himself as measured by the Self-concept Inventory-Parent.

9.

Parents in the experimental group will rate themselves as

showing a significantly greater increase in physical ability and
appearance than will parents in the control group (.05 level).
10.

Parents in the experimental group will rate themselves as

showing a significantly greater increase in mental ability than will
parents in the control group (.05 level).
11.

Parents tn the experimental group will rate themselves as

showing a significantly greater increase in social relations skills
than will parents in the control group (.05 level).
12.

Parents in the experimental group will rate themselves as

showing a significantly greater increase in positive work habits than
will parents in the control group (.05 level).
13.

Parents in the experimental group will rate themselves as

showing a significantly greater increase in desirable social virtues
than will parents in the control group (.05 level).
14.

Parents in the experimental group will rate themselves as

showing a significantly greater increase in happy qualities than
will parents in the control group (.05 level).
15.

Parents in the experimental group will rate themselves as

showing a signficantly greater increase in total self-concept than
will parents in the control group (.05 level).
The next four hypotheses (16 through 19) are concerned with
children's perception of parental bchaviot changes as measured by
the Children's Reports of Parental Behavior Inventory.
16.

Children in the experimental group will perceive their

parents as showing a significantly greater increase in their level
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of acceptance of them as individuals than will children in the control
group (.05 level).
17.

Children in the experimental group will perceive their parents

aa showing a significantly greater decrease in their level of reJection
than Yill children in the control group (.05 level).
18,

Children in the experimental group will perceive their parents

as showing a significantly greater increase in their level of accept~

than will children in the control group (.05 level).

19.

Children in the experimental group will perceive their parents

as shoYing a significantly greater decrease in hostile detachment
than Yill children in the control group (.05 level),
The next ll hypotheses (20 through 30) are concerned with how a
child feels about himself as measured by the Self-concept Inventory-Child.
20.

Children in the experimental group will rate themselves as

showing a significantly greater increase in physical ability than will
children in the control group (.OS level).
21.

Children in the experimental group will rate themselves as

showing a significantly greater increase in mental ability than will
chi ldren in the control group (.05 level).
22.

Children in the experimental group will rate themselves as

showing a significantly greater increase in social relations skills
(same sex) than will children in the control group (,05 level).
23.

Children {n the experimental group will rate themselves as

showing a significantly greater increase in social relatione skills
(opposite sex) than will children in the control group (.05 level).
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24.

Children in the experimental group will rate themselves as

shoving a significantly greater increase in attractive physical
appearance than will children in the control group (.05 level).
25.

Children in the experimental group will rate themselves as

showing a significantly greater increase in social relations skills
(teacher) than will children in the control group (.05 level),
26.

Children in the experimental group will rate themselves as

showing a significantly greater increase in positive work habits
than will children in the control group (.05 level).
27.

Children in the experimental group will rate themselves as

showing a significantly greater increase in desirable social virtues
than will children in the control group (.05 level).
28.

Children in the experimental group will rate themselves as

showing a significantly greater increase in happy qualities than
will children in the control group (.05 level).
29.

Children in the experimental group will rate themselves as

shoving a significantly greater increase with respect to school
aublecta than will children in the control group (.05 level).
30.

Children in the experimental group will rate themselves as

showing a significantly greater increase in total self-concept than
will children in the control group (.05 level),
Subjects
The population from which the sample was selected were the
elementary grade students and their parents in six learning adjustment classes sponsored by the Eastern Idaho Community Mental Health
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Center.

The subjects actually used in the study were those parents

(and their children) vho willingly participated in the Parent Effectiveness Training classes.

Inasmuch as the parent classes were recommended,

but not made mandatory, the number of subjects was restricted.
Four groups were formed from the subjects who participated:

an

experimental group and a control group of parents and an experimental
and a control group of children.

The students in the experimental

group were the children of the parents in the experimental group.

The

same relationship existed for the control groups.
Sixty-one parents began the classes with nine dropping out for
various reasons.

Ultimately, 33 parents participated in the experi-

mental group, 20 of which attended with their spouses .

There were 19

parents in the control group , 10 of whi ch attended with their spouses.
A total of 52 parents were included in the statistical analysis.
Fifty-seven children were included at the beginning of the study
with 22 dropping out for various reasons.

The primary reason was

parents who indicated they would attend the PET classes but actually
did not.

Their children, however, were included initially.

There

were 22 children in the experimental group and 13 children in the
control group, making a total of 35 children who were included in the
analysis of the data.
The grade composition of the groups of children is presented in
Table 1.
The mean grade level for the experimental group was 3.0 with
90.9 percent of them being males.

The mean grade level for the

control group was 3.33 with 100 percent of them being males.

The
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TABLE 1

Grade Composition of Children in The
Experimental and Control Groups

Experimental Group

Total

Control Group

Grade

'7.

Grade

l

13.64

1

2

31.82

2

3

18.18

3

4

13.64

4

5

22.73

5

Grade

%

1

9.68

33.33

2

32.26

33.33

3

22.58

4

9.68

5

25.81

'1:

0

0

33.33

total mean grade level was 3.1.

Of the total

nt~ber

of children

94.3 percent were male.
As mentioned earlier these children we re designated as having
learning disabilities and/or emotional disturbances which prevented
them from functioning adequately in the regular school classrooms.
They were all average or above in intellectual ability.
Approximately equal numbers of rural and urban subjects made up
the experimental and contro l groups.

Urban is defined as inside the

city limits and rural as outside the city limits.

Relatively speaking,

however, the Idaho Palls area itself could probably be considered a
rural community.
Procedures
Parents.

There were six schools from which an experimental and

a control group were selected.

This was done by placing the names

of the four rural schools in one hat and the names of the two urban
schools in another and drawing randomly.

The first two rural schools

and the first urban school selected formed the experimental group.
The remaining schools formed the control group.
All of the parents regardless of group received a course in
Parent EffP.ctiveness Training.

These classes were taught by the

Mental Health Center psychologists who are all licensed PET instructors.
ln several cases the parents from two schools formed one PET class.
The classes were held at several elementary schools one evening each
week for eight sessions.
hours.

Each session lasted approximately three

The classes began in October of 1973 and were completed in

December of 1973.
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The three psychologists and the six learning adjustment teachers
were given a copy of a brief set of procedures and instructions.

It

was assumed that the PET instructor training plus the added procedures
and instructions would assure reasonab le uniformity in the treatment
received by the subjects.

Appendix B contains a copy of the proce-

dures and instructions.
At the first class session the parents were told they were
participating in s research project and the following statement
was read aloud by the instructor:
As part of a research project we are asking you to complete
three questionnaires. The individual instructions for the
questionnaires are found on the firat page of each. Put your
name and the date on the first page of each questionnaire. In
responding to the items , answer according to your first impres sion rather than spending a lot of time trying to decide. Work
as quickly sa you can. This information will be treated as
confidential.
The questionnaires were administered in the following order:
Parent Attitude Survey, Parent Problem Check List, and Self-concept
Inventory- -Parent,

At the last class session the parents again com-

pleted the three questionnaires in the same order.
Although

no further attempt was made to control for inetructor

variability, the pre1entation of a PET course by any instructor
follows a very detailed and specific outline.

The material presented,

the examples used, and the classroom exercises are the same regardless
of instructor.

Therefore, all parents in this study received very

similar treatment.
No effort was made either to reveal or to conceal the fact that
the experimental group of children was receiving special training in
PET principles at

s~hool.

23

Children.

At the beginning of the experimental period the

children in the experimental group were pretested on cwo instruments:

Children's Reports of Parental Behavior Inventory and Self-

Concept Inventory--child.
stated above.

The tests were administered in the order

In some cases it was necessary for the learning adjust-

ment teacher to read the items orally to the children and to help
them record their responses.
During the experimental period (October-December, 1973) the
children in the experimental group were instructed in the principles
of Pa rent Effectiveness Training.

The Mental Health Center psycholo-

gist• conducted the classes according to the regular pattern of PET
courses.

The Instructor Modules were rewritten by the author to be

more appropriate for use with young children.

An effort was made

to follow the same format and design but with simpler language and
more appropriate examples.

No additional exercises or methods were

included in the revised modules.

It was necessary, however, to impose

more atructure and to limit the sessions to about 45 minutes.

Thus

the total time for instructing the experimental group of children was
approximately eight hours as compared to 24 hours of instruction for
the parents.

The classes were held once a week during the school day

as part of the learning adjustment class activities.

The children

were seated in chairs or desks in a semicircle facing the instructor.
They were told that the purpose of the class was to learn how to get
along bettur at home and at school.

The sessions were conducted

according to the revised Instructor Modules (see Appendix A) with
great effort being made to approximate a n adult PET class .
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At the beginning of the experimental period, the children in the
c~ntrol

sroup were pretested in the same manner as the experimental

group.

During the experimental pertod the control group was given

no attention beyond that normally associated with the learning adjustment program.
At the conclusion of the experimental period, all of the children
in both the experimental and the control groups were post-tested in
the same manner described for pretesting.
Experimental Design
The experimental design used in this study is what Kerlinger haa
labeled the Before and After Control Group Design (Pretest--Post-test)
(Kerlinger, 1964, p. 309).

It is graphically represented as follows:

X

R

Yb

Ya

(Experiments 1)

Ya

(Control)

X represents the experimental manipulation of the independent
variable--the experimental group of children receiving instruction
in the principles of Parent Effectiveness Training.
~X)

represents no experimental manipulation.

Yb represents a measure of the dependent variable before experimental manipulation (pretests).
Ya represents a measure of the dependent variable after experimental manipulation (post-tests).
R represents random assignment of subjects to groups.
Kerlinger suggests obtaining the difference

be~een

pretests

and poat-tests, and then using a t test to test the significance
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between these difference scores of the experimental and control groupe
(Kerlinger, 1964, p. 309).

The formula used for computing the t ratio

was
t

=

Xe.xp - Xcont

s2
_s2
--+
Nexp
Ncont
where s 2 • the unbiased pooled estimate of the population variance and

equals the estimate of the standard error of the difference between
two means.

This t ratio has Nexp + Ncont-2 degrees of freedom

(Ferguson, 1966, p. 167).
A problem with this design is the possible sensitizing effect
of the pretests.
question is:

This effect may decrease external validity ,

The

Can the results be generalized to anyone who has not

taken a pretest?
Another problem in using this design is the requirement of
random assignment of subjects to groups.
limited for several reasons.

Complete randomization was

First, the study was performed in

an on-going, real world program rather than a laboratory or contrived
situation.

Working within this framework imposed structure which

precluded strict randomization.

For example, entire learning

adjust-

ment classes were randomly assigned to the experimental or control
groups rather than assigning students (and thus parents) individually.
Also, the psychologists were previoualy assigned by the Mental Health
Center to work with a particular school.

A second restriction on
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randomization was the fact that only willing participants were studied;
namely, those parents (and their children) who enrolled in the Parent
Effectiveness Training classes.
In spite of these limitations this design seemed to be appropriate
and practical for this study.
Instruments
Parent Attitude Survey.

The Parent Attitude Survey (PAS) was

developed by Carl Hereford as part of a research project on parent
education (Hereford, 1963).

The PAS measures parent attitudes toward

their children in five areas of the parent-child relationship.
The first scale measures confidence in the parental role.

Parents

at the low end of the scale feel they have more problema than most
parents.

They feel uncertain and unsure of themselves in dealing with

these problems,

Parents at the high end of the scale feel sure of

thnnaelves and adequate in meeting the demands of parenthood.
Causation, the second seale, refers to the interpretation a
parent makes of his child's behavior and the extent to which he sees
himself as a causative factor.

The tower end of the scale emphasizes

the impossibility of changing the child from the way he is "naturally."
It emphasizes the concept that the child's behavior and personality
are predetermined.

At the other end of the scale, the parent believes

that the parent-child interaction, the parent's attitude, and the
parent's behavior are the main determinants of the child's behavior.
The third scale, acceptance, measures the parent's acceptance or
rejection of the child's behavior and feelings, his need for affection,
aggression, and self-expression.

Parents at the high end of the
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scale are accepting while those at the low end are reject ing of the
child's needs.
The fourth scale, understanding, deals with how parents communicate with their children.

Items include the freedom of expression

parents allow their children, the talking out of problems, and the
joint participation in decision making.

Hereford states, "The parent

at the upper end of this scale believes in the importance of sharing
and communicating attitudes, feelings, and problems, while the parent
at the lower end believes that 'children ahould be seen and not heard'"
(Hereford, 1963, p. 49).
The fifth scale,

~.

measures the degree to Which the parent

a ccepts or rejects the individuality of the child.

Parents at the low

end of the scale see their children as extensions of themselves.

They

fee l, also, that children cannot be trusted and have to be watched
closely.

Parents at the high end of the acale respect their child ren 's

individuality and feel that their children can be trusted.
The PAS contains 77 statements in which the respondents are asked
to mark one of five possible choices:
S .A.

( -2)

Agree

A.

( ·1)

Undecided

u.

( 0)

Disagree

D.

(+1)

S.D.

(+2)

Strongly Agree

Strongly Disagree

Seventy-five of the items are scored, 15 in each of the five categories.

Statements one and two are used as "set breakers" and are

not scored,

The algebraic sum of the item scores (as indicated above)
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in each area yields the parent's score for the attitude area.

The

range of scores on the scales is from -30 to +30 with plus scores
indicating a

psy~hologically

healthy direction.

Each parent received

six separate scores, one for each scale as well as an over all mean

score for the total test.
The reliability of the five scales was computed by means of the
split-half method.

The five scales ranged from .68 to ,86 with a

mean reliability of .80.

Using an interscale correlation matrix,

Hereford was able to state that the correlation coefficients were
high enough to indicate that all scales were measuring related parent
attitudes but not so high as to suggest duplication.

The inter-

correlations were all positive and ranged from .33 to .63 with a mean
of .46.
Parent Problem Check List.

The Parent Problem

Che~k

List was

designed by Lorene Allen to assess attitude and behavioral change as
a result of participation in parent training groups (Allen, 1974).

It

measures both the number and the type of problems parents see in their
~hi ldren

and also in themselves as they interact with their children.

The items were obtained from an analysis of Gordon's book, Parent
Erfe~tiveness

Training, Dreikers' book, Children: The Challenge, recom-

mendations of parents in previous parent group classes, and other
parents who were asked to read the check lists and respond.
The Parent Problem Check List

~ontain&

two scales.

The first

scale, Child Problems, deals wi t h problems parents often ha ve with
their children.

The

se~ond

scale, Parent Problems, focuses on problems

parents, themselves, frequently have in dealing with their children.
The parent responds to the test items by indicating the frequency with
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which particular problems or behaviors occur.

There are five choices

for each test item:

vo

(-2)

0

( -1)

oc

( 0)

Seldom

s

(+1)

Never

N

(+2)

Very Often
Often
Occaslona lly

The algebrai c sum of item scores (as i ndicated above) yields the
parent's score for the scales.

The Child Problems scale contains 62

items which gives a range of -124 to +124.

The Parents Problems scale

contains 68 items which gives a range of -136 to +136.

Plus scores

are desirable and indicate infrequent occurrence of problem behaviors.
The author conducted a small informal study of reliability on the
Parent Problem Check List.

Two groups of parents completed the forms.

Group one (n=S) took the test again one week later.
took the test two weeks Later.

Group two (n•5)

The test-retest reliabil ity for the

Child Problems scale was .80 for group one and .95 for group two.

The

test-retest relia bility for the Parent Problems scale was .94 for group
one and .98 for group two.

This seems to be a gros s indication of

reliability of the scales.
There is no other reliability and validity data available for the
Parent Problem Check List.
Self-concept Inventory--Parent.

The Self-concept Inventory--

Parent is an adaption of the Sears Self-concept Inventory for Children
(Larson, 1972).

The original Sears Self-concept Inventory was designed

by Pauline Sears t o measure a child's feelings about himself along 10
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dimensions.

In order to measure a parent's feelings about himself,

Larson slightly modified the items and reduced and combined the scales
to be appropriate for adult respondents.
The resulting form for parents consists of 60 items, with 10 items
each on the following stx scales:

(1) physical ability and appearance,

(2) mental ability, (3) social relations, (4) work habits, (S) social
virtues, and (6) happy qualities.
obtained.

A total self-concept score is also

On each item there were five possible responses.

The

responses and their accompanying numerical quantities are listed below:
Not very good

( -2)

Only so-so

( -1)

About average

( 0)

Better than most

(+1)

One of the best .

(+2)

On each scale the range of scores was from -20 to +20 with plus
scores being in a psychologically healthy direction.

There are no

validity and reliability data available.
Children's Reports of Parental Behavior Inventory.

The Children's

Reports of Parents 1 Behavior Inventory (CRPBI) was developed by Earl S.
Schaefer to test children's perception of their parents' behavior
(Schaefer, 1965).

The emphasis is on the child's perception rather

than the actual behavior of the parent.

The short form of the CRPBI

which was used in this study deals with four concept areas.
has 16 items describing specific observable behavior.
are as follow:
a~ceptance,

(1)

ac~eptance

Each area

The four areas

of individuation, (2) rejection, (3)

and (4) hostile detachment.
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The

acceptan~e

of individuation scale measures the degree the

child perceives his parents to be accepting of him as an individual
in his own right.

The child who rates his parents high on this seale

feels he is accepted ae an individual in the home.
ideas are important.
him and to his needs.

He also feels his

He perceives his parents as being empathetic to
The child who scores at the low end of the

scale perceives his parents as rejecting of him as an individual;
he perceives his parents as being nonempathetic and nonunderstanding
oF him.
The rejection scale measures the child's perception of his parent's
rejection oF him and his needs.

The child perceives his parents as

ignoring him and uninterested in him as a person.

The child who rates

his parents high on this scale feels rejected by his parents and feels
they criticize him.

The child who scores low on this scale feels

these things are not true of his parents.
The acceptance scale measures the degree to which the child perceives his parents as accepting of him, showing an interest in his
concerns, and spending time with him.

The child who rates his parents

high on this scale feels the parents spend time,with him, are interested
in him, enjoy being with him, and comfort him when he is upset.
~hild

The

who rates his parents low on this scale feels his parents are

not interested in him or in spending time with him.

He also feels his

parents do not understand him when he is upset.
The hostile detechment scale is a measure of the child's perception
of his parents being indifferent or neglectful of his needs.

The child

who rates his parent• high on this scale feels ignored and neglected.
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The child who rates his parents low on this scale feels he is not
ignored,

negle~ted,

or unduly criticized by his parents.

The selection of the parent behavior concepts was developed from
a conceptual model that had been developed from factor analysis of
psychologists' ratings of parental behavior.
revealed two dimensions:
control.

The

factor analysis

love versus hostility and autonomy versus

From these two dimensions the scale was formed.

Schaefer computed the internal consistency reliabilities with
Ruder-Richardson Formula 20 Cor the scales for normal boys (n•85),
normal girls (n•80), and delinquent boys (n•81).

The median reliabili-

ties of the four groups--love, hostility, autonomy, and
computed.

The median reliabilities were as follow:

control-~ere

love .84,

hostility .78, autonomy .69, and control .66.
He also measured scale validity by ascertaining

the effectiveness

with which the scale would discriminate between the normal boys and
the delinquent boys who were first administered the test.

He used

the Mann-Whitney test to test the significance of the differences
between distributions of total scores from both delinquent and normal
boys.

Of the possible differences scored for both groups for both

parents, 75 percent were significant beyond the .05 level of confidence.
Based on his work with delinquent versus nondelinquent children,
Schaefer makes the following statement regarding the instrument:
These analyses of differences between groups justifies the
the analysis of specific components of parental behavior and
the differentiation of maternal and paternal behavior and demonstrate the discriminative power of these scales . Both the
reliability data and the analysis of group differences suggest
that this inventory provides a sensitive method for investiga ting
children's perception• of parental behavior (Schaefer, 1965, p.
420).
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The test takes between 30 and 40 minutes to administer.

It Is

composed of 64 separate items that the child marks with one of three
choices:
Like my parent . . . • .

L

(+1)

Somewhat like my parent

SL

( 0)

Not like my parent . •

NL

( -1)

Each response is given the

numerical rating indicated above.

The

sum gives the child's score for each scale which ranged from a -16 to
a +16.

On scale one, acceptance of individuation, the ideal score

would be +16; on scale two, rejection, the ideal score would be -16;
on scale three, acceptance, the ideal score would be +16; and on
scale four, hostile detachment, the ideal score would be -16.

For

purposes of analysis and comparison all scores were presented with
plus numbers representing the ideal or desirable condition.

For

example, a score of -9 on scale two, rejection, would be transposed
and listed as +9 in the statistical analysis.
Self-concept Inventory--child.

The Sears Self-concept Inventory--

Child was designed to measure a child's feelings about himself along
10 dimensions (Larson, 1972).

The 10 dimensions are as follow:

(1)

physical ability, (2) mental ability, (3) social relations (same sex),
(4) social relations (opposite sex), (5) physical appearance, (6) social
relations (teacher), (7) work habits, (8) social virtues, (9) happy
qualities, and (10) school subjects.
also obtained,

Each of the subscales has 10 items making a total of

tOO items for the total test.
responses.
are:

A total self-concept score is

On each item there were five possible

The reaponaes and their accompanying numerical quantities
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Not very good

( -2)

Only so-so

( ·1)

About average

( 0)

Better than average

(+1)

One of the best .

(+2)

On each scale the range of scores is from ·20 to +20 vith plus scores
being in a psychologically desirable direction.
There are no validity and reliability data available.
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CHAPTER IV
Results
Analysis of Data
The results are presented in tabular form and follow the same
order used in the presentation of the hypotheses in Chapter III.

Each

table will list the results obtained from the several instruments
used in the study.
Table 2 presents the results obtained from the Parent Attitude
Survey.
From Table 2 it can be seen that the experimenta 1 group of parents
saw themselves as showtng a significantly greater increase in confidence in themselves as parents than did parents in the control group.
The parents in the experimental group perceived themselves as showing
a significantly greater increase in their trust of their children than
did parents in the control group.

The experimental group of parents

also showed a significantly greater increase in over all parental
attitude change in a positive direction than did parents in the control
group.
The differences between the increase• of the experimental and
ontrol groups were not statistically significant on the scales of
causation, acceptance, a nd understanding; however, the differences
were in the expected direction on acceptance and understanding.
Table 3 presents the results obtained from the Pa rent Problem
Check List.
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TABLE 2
Means and Standard Deviations for the Difference
Scores on the Parent Attitude Survey

Mean

S.D.

Confidence
Experimental
Control

2.94
-. 79

4.58
7.21

2. 99**

Causation
Experiments 1
Control

1.67
1.68

3.41
5.65

-.02

Acceptance
Experimental
Control

l. 70

4.30
5.87

.97

.32

Understanding
Experimental
Control

2. 70
l.58

5.33
5. 17

.74

Trust
Experimencal
Control

5.42
2.47

3.64
5.21

Total
Experimental
Control

14.55
5.26

14.01
24.14

*t significant at the • 05 level.
**t significant at the . 025 level.
***t significant at the .01 level.

t test

2.40***

1. 76*
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TABLE 3

Means and Standard Deviations for the Difference
Scores on the Parent Problem Check List

Mean

S.D.

t test

Child Problems
Experimental
Control

9.03
6.05

21.39
24.82

.46

Parent Problems
Experiments 1
Control

16.39
2.89

20.54
24.26

2.13*

*t significant at the .025 level.

From Table 3 it may be seen that the parents in the experimental
group rated their children as showing greater improvement in problem
behaviors than did the parents in the control group.

The difference

was not statistically significant, although it was in the predicted
direction.

The parents in the experimental group rated themse lves as

showing significantly greater improvement on their own problems than
did the parents in the contra 1 group.
Table 4 presents the results obtained from the Self -concept
Inventory--Parent.
From Table 4 it may be seen that there were no significant increases on the scales of the Self-concept Inventory--Parent.

However,

on all but physical ability and appearance and mental ability the
Difference Score means were in the expected direction.

On work habits

the control group showed a decrease from pretesting to poet-testing.
Table 5 presents the results obtained from the Children's Reports
of Parental Behavior Inventory.
From Table 5 it may be seen that the results obtained from the
scales of the Children's Reports of Parental Behavior Inventory were
not in the predicted direction.

The ratings of the control group

ahowed more improvement than the ratings of the experimental group.
On hostile detachment the difference was significant in the opposite
direction.

At post-teating the experimental group rated their parents'

behavior as leas desirable on all of the scales.
did so only on the acceptance scale.

The control group

On the other scales, the control

group rated their parents' behavior as having improved.
Table 6 present• the results obt.a ined from the Self-concept
Inventory--child.
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TABLE 4
Means and Standard Deviations for the Difference
Scores on the Self.Concept Inventory--Parent

Ph~sical Abilit~

Mean

S.D.

t test

.41

and AJ!llea ranee

Experimental
Control

2.27
3.54

-t.l8

l. 37

Menta 1 Abilit~
Experimental
Control

.34
. 53

2.73
2. 19

-.25

Social Relations
Experiment& 1
Control

1. 97
l. 79

2.73
3.54

.20

Work Habits
Experimental
Control

.41
-. 16

2. 65
3.41

.66

Soc:ie 1 Virtues
Experiments 1
Control

1.00
.32

2.52
3.37

.82

.69

2.93
3.22

.72

.OS

4.81
3.89

11.59
16.81

• 23

HaJ!I!~

Qualities
Experimenta 1
Control

Total
Experimental
Control
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TABLE 5
Means and Standard Deviations for the Difference Scores on The
Children's Reports of Parental Behavior Inventory

Mean

S.D.

t test

-. 32

4.65
2.57

-.61

. 54

Rejection
Experimenta 1
Control

-1.41
1.31

6.60
5.09

-.59

Acre2tanee
Experimental
Control

-2.14
-1. 15

6.18
6.38

-.45

Hostile Detachment
Experimental
Control

-2.86
2.62

7.88
4.68

-2. 09*

of Individuation
Experimental
Control

Aeee2tan~e

*t significant at the .025 level.
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TABLE 6
Means and Standard Deviations for the Difference
Scores on the Self-concept Inventory--child

Mean

S.D.

t test

1.86

5.87
4.90

-.56

3.08

Menta 1 Abilit)!
Experimenta 1
Control

L.38
2.38

6.23
3.57

-.53

Social Relations !same sex~
Experimental
Control

3.52
4.54

5.05
4.92

-.57

-1.62
-1.85

9.68
7.89

.07

.90
3.31

5.71
5.45

-t. 21

-1.48
. 69

7.06
8.20

-. 30

1.00

Phxsical AbilitJ::
Experiments l
Control

Social Relations !oeeosite sex)
Experiments l
Control
PhJ::sical Aepearance
Exper imentAl
Control
Social Relations {teacher2
Experimental
Control

-

Work Habits
Experimental
Control

6.43
5.00

-L.69*

4.54

Socia 1 Virtues
Experimental
Control

3.71
3.23

5.21
7.06

.23

gualities
Experimental
Control

• 05
4.54

6.20
3.96

-2.34**

School Subjects
Experimental
Control

2.90
1. 38

5.95
4.03

.81

1lae~
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TABLE 6 (continued)
Means and Standard Deviations for the Difference
Scores on the Self-concept Inventory--child

Total
Experiments 1
Control
*t significant at the .05 level,
**t significant at the .025 level,

Mean

S.D.

12.24
24.46

24.46

41.00

t test

-1.07
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It may be seen from Table 6 that the results obtained from the
Self-concept Inventory--child generally were not in the predicted
direction.

On seven of the scales both groups showed an increase,

but the control group showed the greater increase.

These scales were

physical ability, mental ability, social relations (same sex), physical
appearance, work habits, happy qualities, and total.

On work habits

and happy qualities the control group showed a significantly greater
increase.
On the scales of social relations (opposite sex) and social
relations (teacher), both groups showed a decrease.
tions (opposite sex) the

On social rela-

experimental group showed a slightly smaller

decrease end on social relations (teacher) the control group showed
s smal ler decrease.
On social virtues and school subjects both groups showed an increase .

The experimental group showed the greater increase although

not at a significant level.
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CHAPTER V
Discussion
It was the purpose of this study to determine the desirability
of concurrently teaching the principles of Parent Effectiveness
Training to parents and to their children with learning adjustment
problems.

It was expected that including instruction for the children

would result in more positive changes than instructing the parents
only.
The data yielded mixed results.

On some of the instruments the

results were as predicted.

On others, however, the results were

opposite from expectation.

Each instrument will be discussed sepa -

rately and possible explanations offered for unexpected results.
The data obtained from the Parent Attitude Survey indicate that
parents whose children received instruction in the principles of Parent
Effectiveness Training showed a greater increase in desirable attitudes
than did parents whose children did not.

The differences were signifi-

cant on the confidence and trust scales as well aa the total test.

It

a ppears that the experimental treatment waa effective on these three
scales in producing the predicted results.

No explanation is offered

for the nonsignificant results on the causation, acceptance, and
understanding
ture

whi~h

•~ales.

In the studies reported in the review of litera -

uaed the Parent Attitude Survey, significant results were

also obtained on the

confiden~e

and trust scales.

The data obtained from the Parent Problem Check List were partially
~onsistent

with expectation.

Parents in the experimental group did
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ahov a greater improvement in their ratings of the problem behaviors
of their children, but the increase was not significant.

A possible

explanation may be that enough time had not elapsed at post-testing
for both parents and children to implement their newly learned skills.
It follows that a certain amount of time would be involved for change
to occur in child behavior.

If this assumption is correct, the

difference should have been significant if post-testing had occurred
at a later time.

This, of course, is a question for further research.

On the seale measuring parent problems the experimental group
ahowed significantly greater improvement.

This indicates that the

experimental treatment was effective in helping parents to correct
their own behavior problems.

However, it provokes the question of

why the experimental group of children did not achieve a significant
improvement in behavior.

Two explanations

seem plausible.

Firat,

the greater improvement in parent problema in the experimental group
of parents may support the notion that a longer time before poet·
teating might have resulted in a significant improvement in the
children's problems.

The second explanation is that the improvement

in parent problems was an artifact.
The results of the Self-concept Inventory--Parent indicate that
the experimental treatment did not have a aignificant effect.

The

Difference Scores between groups were so small that it is difficult
to make any generalizations even in terms of trends.
These results seem to be inconsistent with those of the "Parent
Problems" seale of the Parent Problem Check List inasmuch as both
attempt to measur e similar things.

\

The apparent inconsistency may
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be related to the diff erent type of ratings required by the tvo tests.
The Parent Problem Check List requires respondents to indicate how
often a particular problem behavior occurs.

The Self-concept

Inventory--Parent requires the respondents to rate themselves in
comparison to other people, which may decrease validity.

This potential

problem with the Self-concept Inventory--Parent is a question which
also requires further investigation.
The results of the Children's Reports of Parental Behavior Inventory were the moat unexpected of the study.

On all of the scales the

ratings of the control group showed more i1nprovement than those of
the experimental group.
detachment.

The difference was significant on hoatile

This is exactly opposite fro111 what was predicted.

The scale of hostile detachment measures the child's perception
of his parents' tendency to ignore and/or neglect the child's needs.
It appears that the children in the experimental group may

have

become especially sensitive to the desirable things their parenta were

n£1 doi ng.

This scale is a passive measure whereas the other scales

of the CRPBI deal with more overt behaviors.

A possible explanation

for these results, then, is that omitted parent behaviors came to
their awareness as a result of PET instruction, whereas the overt
behaviors were already more evident.

Thia is only a tentative explana-

tion and requirea further research.
In teaching these children it was evident that most of them
gained some degree of understanding of the PET concepts.

They were

able to talk about the concepts in the appropriate context and to
differentiate between PET skills (active listening, "I" mesaagea)
and ineffective responses.

Several classroom teachers reported that
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aome of these students very bluntly told them when they were using
"you" messages or the "roadblocks ...

Another possible, but unlikely, explanation is that the parents
in the experimental group may actually have become less effective
as a result of their children receiving PET instruction,
The results of the Self-concept Inventory--child were also
unexpected.

On the majority of the scales, the control group showed

more improvement than the experimental group.

On two scales, work

habits and happy qualities, the difference vas significant.

The

explanations given above for the results of the CRPBI may alao apply
here, i.e., increased sensitization.

One of the c0111111on effects of

a PET course is increased self-awareness.

It may be that the experi-

mental group of children became aware of their inadequacies as a
result of being exposed to PET principles.
There seems to be no logical explanation for obtaining significant
results in the opposite direction on two particular scales, work habits
and happy qualitiea, and not the others.

This is a question for future

research.

It must be acknowledged that the PET training may have been detrimental to the self-concepts of the children.
In looking at the combined results of all the instruments, the
author noted a general trend or tendency seems to have emerged.

It

appears that providing concurrent PET instruction for children as
well as their parents was desirable from the point of the parents but
undesirable from the point of the children.

This raises a serious

question about the advisability of instructing children in PET
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principles

and urgently requires further investigation before

adopting such a program.
Several comments will now be made concerning the actual teaching
of PET concepts to elementary grade

children.

Generally speaking, it was a difficult task.

This may have

been related to the type of children who participated

since moat,

if not all, of them had a difficult time functioning in school.

The

children had short attention spans and it vas hard to keep them on
taak.

It was extremely difficult to disengage from the authoritarian

approach in conducting the sessions.
The content did not appear to be very interesting to the students
and the lecture presentations seemed virtually worthless.

The pre-

pared PET tapes worked well, but role-playing was hard for them to
understand and to do.

Although most of the children seemed to grasp

the meaning of the concepts, they had great difficulty applying them
both in practice or in real life situations.
Limitations
There are several limitations to the study which need to be
considered.
Three of the five teat instruments are highly suspect in terms
of validity and reliability.

This is true of the Self-concept

Inventory--Parent, the Self-concept Inventory--child, and the Parent
Problem Cheek List.

There are no data in the litera ture which provide

any indication that these instruments are valid and reliable.

This

lack of data may be related to the nevneaa of the instruments and
the fact that little information would be availa ble even i f they
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vere highly reliable and valid instruments.

Therefore, the results

f.rom these instruments require caution with respect to interpretations
and conclusions.
Another limitation with the instruments in general is the relative

la~k

of objective behavioral measurements.

Traditionally, self-

ratings and attitude assessments are considered less valid and reliable than purely objective measurements of behavior.
Another major limitation has to do with the way in which the
sample was drawn and the groups chosen.
would have been to assign each student

The ideal method of selection
(and in turn his parents)

individually to the experimental or control group.

This was not

possible because of the nature of the Learning Adjustment Program.
It would not have been feasible to transport the children to and from
different schools during the day.
entire

~lasses

Thus, it was necessary to assign

rather than single individuals to a group.

This

detracts from the randomness of sampling which is one of the assumptions of the t teat.

Another assumption of the t test is that the

sample be drawn from a statistically normal population.

Whether

this assumption was satisfied is also suspect inasmuch as the population was defined sl a group of children with problems.
It

~s

not possible to control for instructor personality effects

because the psychologists were previously assigned to work with particular teaming adjustment classes.
Another limitation of the study is the lack of knowing objectively
whether the experimental group of children actually understood the
principles of Parent Effectiveness Training.

Subjectively, it aeemed

that they were able to grasp the concepts, but no objective evaluation
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was made.

The purpose of the pretesting and the post-testing was

not to evaluate whether comprehension of the subject matter itself
had occurred but to measure differences between groups.
Recommendations for Further Research
In addition to correcting the limitations listed previously,
several other recommendations are made for further research.
Based on intuitive hunches and personal experiences in working
with the children, the author makes the following recommendations as
possible improvements for youth PET instruction itself:
1.

The program should be a total exposure experience for a

week or two with regular follow-up over a period of six to nine
months.
2.

The sessions should be totally experiential with little or

no lecture.
3.

The training ahould include additional exercises in self-

awareness and sensitivity to the needa of others.

Examples are games

like "Body Talk," "Pee 1 Whee 1," etc.
4.

The sessions should provide for physical recreation and

exercise.

5.

More than one adult should conduct the sessions.

A posaible

arrangement is one instructor with several aids.
6.

There should be some emphasis on conjoint as well as con-

current instruction and activites for children and their parents.
In order to asaeas more accurately the value of teaching PET
prinriples to rhildren, it would be important to determine the
effect of teaching the children only and not their parenta.

In
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tenns of experimental design there might be four groups:

one in

which children and parents both receive treining, one in which
children only receive training, one in which parents only receive
training, and one in which neither children nor parents receive
treining.

In this study there were not enough subjects available.

Subjectively, it seemed that younger parents and parents attending with a spouse were more receptive end willing to implement the
new ideas.
the case,

Research is needed to determine if this is actually
If it is so, these two factors should be controlled for

in analyzing data.
This study did not provide for an
aubjects following post - testing.

info~l

interview with the

It would be beneficial in further

research to give the subjects an opportunity to express their
feelings verbally in an interview,

This would increase and supple-

ment the amount of informetion obtained from the test instruments.
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CHAPTER VI
Suiii!IS.ry
Dr. Thomas Gordon's Parent Effectiveness Training has previously
been demonstrated to be effective in improving parent-child relationships.

The purpose of this study was to determine if concurrently

teaching PET principles to parents and their children would produce
greater effectiveness than teaching the parents only.

The study was

performed in the context of the Learning Adjustment School Program
sponsored by the Eastern Idaho Community Mental Health Center in
Idaho Falls, Idaho.
A total of 52 parents participated in the study and were divided
into an experimental and a control group.

A total of 35 children

participated in the study and were also divided into an experimental
a nd a contr ol group.

The children were elementary grade students

who had been previoully designated as having "learning adjustment
problems." This designation refers to children of average or above
average intelligence who exhibit learning disabilities and/or
emotional disturbances.

The experimental group of students were the

children of the experimental group of parents.

The control group

of students were the children of the control group of parents.
The study was performed between October and December of 1973.
All subjects were pretested on the appropriate instruments at or
shortly after the first session of PET and were post-tested at or
shortly after the laat aeasion.
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Both groups of parents received an eight week course of Parent
Effectiveness Training.

The experimental group of children received

a modified version of Pa r ent Effectiveness Training as part of their
a c-tivities in the learning adjustment clan.
children did not.

The control group of

All of the PET instruction was taught by Mental

Health Center psychologists who are also licensed PET instructors,
The instruments used to assess change in the parents were the
Parent Attitude Survey, the Parent Problem Cheek List, and the SelfConcept Inventory--Parent.

The instruments used to assess change in

the children were the Children's Reports of Parental Behavior Inventory
and the Self-concept Inventory--child,

The significance of the

difference between the Difference Scores (pretest to post-test) of
the experimental and control groups was tested with t tests.
Tbe experimental group of parents showed a significantly greater
increase in confidence as parents, in !!2!! of their children, and
on total attitude improvement as measured by the Parent Attitude
Survey,
The experimental group of parents showed a significantly greater
improvement in their own problems as measured by tbe Parent Problem
Check List.
The experimental group of parents did not show significantly
greater improvement in self-concept as measured by the Self-concept
Inventory--Parent.
The experimental group of children did not rate their parents'
behavior on the scales of the Children's Reports of Parental Behavior
Inventory ae being more desirable at post • teating than at pretesting;
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in fact, on the hostile detachment scale the control group showed
significantly greater improvement than the experimental group.

The

results for the Children's Reports of Parental Behavior Inventory
were also opposite from expectation.
The experimental group of children did not show more improvement
from pretesting to poet-testing on the scales of the Self-concept
Inventory--child,

On the work habits and happy qualities scales,

the control group showed significantly greater improvement than
the experimental group.

Thus, the results from the Self-concept

Inventory--child were opposite from expectation,
A possible explanation for the unexpected results obtained from
the experimental group of children may be the sensitizing effect of
their PET instruction.

They may have become more aware of the

"wrong" t hings being done by their parents and thus rated their
behavior as less desirable at poet-testing on the Children's Reports
of Parental Behavior Inventory.

Inasmuch as PET usually fosters

increaaed self·awarenesa, they also may have become more acutely
aware of their own inadequaciea as measured by the Self-concept
Inventory--child.

This phenomenon raises further questions for

future research.
The results of thia study seem to indicate that teaching PET
principles is desirable from the point of view of parents but undesirable from the point of view of children.

More research is needed

to verify and explore thia unexpected finding.
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Basic Module A:

ACCEPTANCE OR UNACCEPTANCE
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CLASSROOM EXERCISE:

FILLING IN THE RECTANGLE

II.

CLASSROOM EXERCISE:

BEHAVIOR INDICATING THE OTHER HAS A PROBLEM
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1.:. ClASSROOM EXERCISE: FILLING IN TRE RECTANGlE
(Explain the meaning of the word "behavior.")
DIRECTIONS TO CLASS: All of the people we know act in two
kinds of ways: they do things we like (and accept) or they do
things we don't like (and don't accept). To show you what I
mean, let's do an exercise.
Each of you take a sheet of paper and fold it like this
(demonstrate) .
Now, think of a person you know. This can be
sister or brother, your mom or dad, or even a
top half of your paper write down five things
that you like. (Give example; wait for class

your friend, your
teacher. In the
this person does
to complete.)

Now, think of five things this same person does that you don't
like. (Give example; wait for clan to complete. Help them
focus on specific acts rather than traits.)
INSTRUCTOR:
1.

Ask some of the class to read aloud behaviors above the line,
then behaviors below the line.

2.

Ask participants to hand in their folded sheets.

3.

Explain that, "For right now, we'll only talk about
behavior in the top half."

4.

Draw rectangle and label.

Area of
Acceptance

Area of
Nonacceptance

5.

Explai.n that, "Some people are more accepting than others."
(Give example and show different rectangles.)

61

Area of
Acceptance

Area of
Nonacceptance
Person A
6.

Person B

At some times we like people better than at other times.
There are three things that cause this:
(a) how the other person is feeling--what has happened to

him
(b) how we are feeling--what has happened to us
(c) the place where something happens
Examples of each of the above:
(a) One day your f riend is happy because be bit a home run,

but another day he's unhappy because his dad gave btm
a spanking.
(b) One day you're happy because your grandma sent you a
birthday present, but another day you're sad because
you couldn't watch your favorite T.V. show.
(c) One day your f riend throws a mud pie at a fence (and
you think it's funny), but another day he throws a
mud pie on your new bike.

7.

II .

Conclusion: We like people better at certain times than
we do at other times.

CLASSROOM EXERCISE:

BEHAVIOR THAT INDICATES THE OTHER PERSON

HAS A PROBlEM

INSTRUCTOR:
1.

When other people are not feeling happy or when they are
having problems, they act in certain ways - -they do and say
things tha t let u1 know they are having a problem.
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2.

Ask class, "What are some things people do and say that let
us know they are having a problem?"
Examples:

3.

(Write these and others on board.)
They say, "I have a problem."
They say, "I'm mad."
They cry.
They kick the table.
They bite their fingernails.
They pout and sulk.
They run away and hide.
They swear.

Draw rectangle and point out where it goes.
Area of
Acceptance

No Problem

Area of
Nonacceptance
(a} Explain what "No Problem" area is.
(b) Then label rectangle but don't mention "I
yet.
Area of
Acceptance

Own

Problem"

Other Owns
Problem

No Problem

Area of
Nonacceptance
(c) For the first while we will talk about what to do and
say when other people have problems.
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Basic Module B:

HOW TO BE AN
EFFECTIVE HELPING AGENT
FOR OTKERS
(WHEN TREY OWN THE PROBLEM)

TABlE OF CONTENTS
I.

CLASSROOM DEMONSTRATION:
PROBLEMS OF OTHERS

TYPICAL WAYS OF RESPONDING TO

II.

INSTRUCTOR PRESENTATION:

EFFECTS OF THE TWELVE

III.

INSTRUCTOR PRESENTATION:

ACTIVE LISTENING

IV.

ClASSROOM DEMONSTRATION:

PlAYBACK OF TAPED COUNSELING EXCERPT

V.
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VIII.
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!..:_

ClASSROOM DEMONSTRATION:
PROBLEMS OF OTHERS

TYPICAL WAYS 01' RESPONDING TO

DIRECTIONS TO CLASS: When other people are unhappy or have a
problem, we say certain kinds of things to them. Let's do an
exercise to show you what I mean. We want to find out what we
usually tell people when they have a problem,
I will play act the part of some people who vill have problems.
When I'm finished with each part, I will ask you what you would
say to me.
THE SITUATIONS:

(Ask several class members after each situation.)

1.

(I am your little brother who just started first grade.)
"I hate school and I hate my teacher. She's ugly and
creepy and I'm never going back to her class."

2.

(I am your best friend.) "I don't think my mom and dad
like me very much. They always say I'm just stupid."

3.

(I am a good friend of yours.) "I sure must be dumb
because all the kids on my block won't ever play with
me. They always ignore me."

4.

(I am your big sister who 18 in high school.) "I can't
understand why I got kicked off the drill team. I went
to every practice and tried real hard. I've never felt
so awful in my life."

INSTRUCTOR:
1.

Present the 12 roadblocks on the board.

2.

Read each one and given an example.

12 ROADBLOCKS:

1.

ORDERING, DIRECTING,

CO~ING

"Get out of my room."

2.

WARNING, THREATENING, PROMISING
"If you don't stop bugging me, I'm going to tell dad
on you."

3.

PREACHING
"You're not supposed to feel that way."
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4.

ADVISING , GIVING SOUJTIONS

"We 11, why don't you just stop playing with those kids
i f they bother you?"

5.

TEACHING, U:CTURING

"You IIIU&t learn to get along with your brothers and
sisters. 11

6.

JUDGING, CRITICIZING

"You really messed that up."

7.

PRAISING, AGREEING

"Well, I don't care about what they say, I think you're
pretty."
8.

NAME-CALLING

"Okay, little baby."
"You a po iled brat."
9.

ANALYZING

"You're just saying that to bug me."
10.

SYMPATHIZlNC

"You u•ually get along with other kids very well."
11.

QUESTIONING

"Why do you feel that way?"
12.

SARCASM

"We 11, if you don' t like achoo l, why don't you burn
the building down?"
There are some other things we can do and say to people that
will help them when they have a problem. (Write on board and
give exa mples.)

1.

SILENCE--just listening without butting in

2.

ACKNOWLEDGMENT
"I see."

"Really."

"No kidding."

66
3.

DOOR ~PENERS
"Tell me about it."

4.

II.

!!!.·

ACTIVE LISTENING--restating what the other person said to
see if we understood what he meant

INSTRUCTOR PRESENTATION:

EFFECTS OF THE TWELVE ROADBLOCKS

1.

Stop other person from talking.

2.

Most make other person feel like he isn't smart enough to
solve his own problems.

3.

Some make the other person feel bad or angry.

INSTRUCTOR PRESENTATION:

ACTIVE LISTENING

The best way to talk to a person when he has a problem is to
use active listening.
INSTRUCTOR:

(Use blackboard and this situation to explain
communication process.)

Suppose you are at the park with your little sister and
a big dog walks by. Your sister is afraid inside 10 she
uses

Sister

Talking

words to let you know and she says something like this:
"Will the doggy bite?"
Sister

\
Fear

......
_...

Talking
"W 111 the doggy bite?"

Liltening
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If you know what your sister is feeling inside, then our
diagram will look like this:
You

Sister
Talking

Listening

L------'"Will the doggy bite?"

Then, to let her know you understand that she is afraid
you would say something like this, "You're afraid of the
dog."
You
Talking

Listening

L------'"Will the doggy bite?"

INSTRUCTOR: Go back to each situation you used in the Classroom
Demonstration and send them, one at a time, asking a participant
to use active listening. Coach and correct.
KEY POINTS:

!J!..

1.

Emphasize the difference between words and feelings.

2.

Emphasize difference between active listening and roadblocks
(sending your own message).

3.

Emphasize active listening should be in receiver's own
words.

ClASSROOM DEMONSTRATION:

PlAYBACK OF TAPED COUNSELING EXCERPT

("Ventilating" tape)
1.

Focus on method,

2.

Point out difference between active listening and roadblocks.
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CHILD ON SCHOOL BUS
(Use format of "Man in Seat 12A" exercise.)

Y.,_ ClASSROOM EXERCISE:

ROLE FOR INSTRUCTOR:

(Do not read to class.)

You are riding the bus to school and are feeling pretty upset.
You have an urge to get some feelings off your chest. Here are
some facts about you:
All year long you have been planning to go to Disneyland
during sUIIIIIIer vacat.ion with your best friend (John, Jane)
and his (her) family. They invited you.
You have been saving all your money for the trip.
You stayed home from a trip with your family just so you
could go to Disneyland.
You have told everybody about going on this trip.
You are very anxious and excited about the trip.
Yesterday your friend called and said the trip bad been
cancelled.
You feel depressed and disappointed.
This morning you learn that your friend is still going to
Disneyland, but he (she) asked somebody else.
You're really feeling angry now.
You feel hurt that your friend lied to you.
You want to get revenge.
You decide that maybe it wouldn't have been very much fun
anyway . Your friend's dad is real mean.
Besides , you don't wan t a friend like that anyway.
You decide that maybe you'LL spend the money you bad saved
on a minibike.
You begin to get excited about getting a minibike.
DIRECTIONS TO ClASS:
"You are sitting on the school bus and I am sitting next to you.
I look real upset and you decide that I must have a problem.
So, you decide to try to use active listening to help me. I
will start here and go around the room. When I signal to you,
you use active listening."
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SCRIPT FOR INSTRUCTOR:

(Use your own words,)

l.

Wish you were any place but on the bus

2.

Disappointed at not being able to go to Disneyland

3.

Let down because of waiting so long and working so hard to
save money

4.

Regret staying home from your own family's vacation

5.

Embarrassed because of telling all your friends about the
trip

6.

Feel like a fool for getting so excited and bragging so much

7.

Angry at friend for lying to you

8.

Very angry upon finding he asked someone to go in your place

9.

Hurt that he would do such a thing to you

10,

Feel like really getting even with him

11.

Want him to know how disappointed you feel

12.

Decide trip wouldn't have been much fun anyway

13.

Friend's father is very mean

14,

Relieved that you found out about friend before going

15.

Always thought he was sort of weird anyway

16,

Don't want a friend l ike him

17.

~things

18.

Ql!i you didn't spend money at Disneyland

19.

Decide to use this money to buy a mi.n ibike

20.

Have always wanted minibike and this is a good chance to
get one

21.

Excited at pros pects of owning one

22.

Surprised at how much better you feel

23.

Grateful your

may not be as bad as you thought

seat~te

listened to you; it really helped.
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CLASSROOM DISCUSSION:
l.

Ask class wl1at it was like for them to active listen.

2.

Model active listening.

Y.!.:.. INSTRUCTOR PRESENTATION: WHY ACTIVE LISTEN? WHAT

ARE ITS

EFFECTS AND BENEFITS?

1.

Shows the other you are interested in him.

2.

Proves to other person that you understand him.

3.

Gives the other person the change to "get it off his chest."

4.

Helps other person solve his own problems.

5.

Helps the other person feel that you like him and accept
him.

6.

Helps the other learn to deal with his feelings, not just
facts.
Facts
Message
Feell.ngs
Most messages contain both.
Example:
My dad is going on a business trip.

Fact

1 am sad; I'll miss him.

Feeling

My dad is going on a business trip.

Fact

What a relief!

Feeling

He always bugs me.

7.

Helps you and the other person become better friende.

8.

Helps you learn more things about the other person.

Y!h CLASSROOM DEMONSTRATION: THE REWCTANT PLAYER
INSTRUCTOR: You will play the role of a child, Jane; ask for
a class member to play the role of Jane's friend. Place two
chairs close together at the front of the class. Record, if
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desired. When you have a volunteer, (1) read the friend's
role to him in front of the class and send him out of the
room, (2) Then read your role, that of Jane, to the class.
Bring class volunteer back and instruct him (1) to stay in
the role all the time and (2) to act appropriately to the
feelings he gets from you,
FRIEND'S ROLE:
(Read to volunteer; then send him out of room.)
I will play like I am Jane, one of your friends. Janes says to
you one day, "I've been staying in the classroom during recess
instead of going out on the stupid playground." From this you
think that Jane must have a problem and dec.ide to talk to her
about it.
JANE'S ROLE: Played by Instructor
(Read to class after sending volunteer out.)
I am nine years old and in the 3rd grade. Lately, I have been
staying in the schoolroom during recess, doing things for the
teacher, rather than going out to the playground with the other
kids.
I don't want to play with the other kids because I don't think
I am a good enough baseball player. Lately, all the other
girls have been playing nothing but baseball.
When they c hoose up sides, usually I am the one chosen last so
I know they don't think I am very good either. For a while I
tried to get some of the girls to play hop-scotch with me, but
recently they have played baseball instead.
I found myself standing around alone on the playground every
recess. This embarrassed me, so I decided to stay in to help
the teacher. I really would like to play baseball, but I feel
I am not good enough.
I always have been shy about trying anything new or entering
into activities unfamiliar to me. I am usually successful in
influencing my closest friends to play the things I am beat at,
but as soon as they go to play eomething else I get moody and
back out of their games. I feel my father expects me to be
good at things, like my brother.
One day I say to you, "I have been staying in the classroom
during receea because I would rather help the teacher than go
out with the kids on the playground."
INSTRUCTOR: It ia important that you play Jane's role through
a progression of steps:
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1.

2.

VIII.

If the volunteer uses active listening, proceed to sharing
your feelings in this order:
a.

You hate recess.

b.

You didn't used to hate it.

c.

You liked recess when your two friends played your games.

d.

Lately, they have left you to play baseball.

e.

You hate baseball.

f.

You're lousy at baseball.

g.

You don't want to look bad in front of the other girls.

h.

You hate to do anything you're bad at doing--practicing
the piano, etc.--in front of others.

i.

You feel you have to be good at anything you do. This
comes from your father who pushes you to be good:
"Practice makes perfect." "If a thing is worth doing,
it's worth doing well."

j.

You are sure he won't like you unless you are good at
things.

k.

He likes your brother better because he is always good
at aport& and so on.

l.

You wiah your father would let you be "just you."

m.

You begin to feel you are hurting yourself by refusing
to do new things because you're not good at them.
This attitude will keep you from doing things you
might want to do.

n.

You decide maybe you'll play baseball and ignore the
teasing of the other girla. You didn't like staying
in the classroom anyway.

Don't let the class volunteer do such a poor job he is
embarrassed. Coach during the role-playing, then start
it again to give the class volunteer a chance to do a
good job.

CLASSROOM EXERCISE:

PAIRING FOR ACTIVE LISTENING PRACTICE

DIRECTIONS TO ClASS:
To give you more practice in active list,e ning, I want us to do
a new kind of exercise. I will break you up into pairs. Each
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pair will go off Into a corner of the room. One of you starts
out by talking about something that bugs you or is a problem
for you. Your partner will active listen for 5-10 minutes.
Then you will switch and the other person will talk about a
problem for 5-10 minutes. I wilt help you i f you need me to do
so.
INSTRUCTOR:

IX.

1.

Float around helping each pair briefly.

2.

After the exercise, help the class members talk about how
it felt (a) to active listen, and (b) to be active
listened to.

ClASSROOM EXERCISE:

AROUND TilE ROOM PRACTICE ON INSTRUCTOR'S

PROBLEM

INSTRUCTOR:

This is identic& 1 to "Child on the School Bus" except that you
present a real problem of your own. You may wish to call on
participants at random.
~

INSTRUCTOR PRESENTATION: APPROPRIATE CONDITIONS POR AND COMMON
ERRORS IN USING ACTIVE LISTENING
APPROPRIATE CONDITIONS:

Sometimes active listening can make the other person mad if it
is used at the wrong time.
For positive reaults, the following conditions must be present:
l.

In the Sender:
a.

2.

The other person must be truly having a problem and
giving you clues --pouting, crying, or saying , "I've
got a problem,"

In You, the Listener: You must
a.
b.
c.
d.

feel
want
have
feel

accepting of the other person
to help
the time
that the other person can solve his problem

74

COMMON ERRORS :

XI.

l.

a.
b.
c.
d,

Overshooting--exaggerating feeling (give example)
Undershooting·-minimi~ing feeling (give example)
Parroting--not hearing message (give example)
Analyzing--trying to figure out why the other person
feels as he does (" ..• because you're ... ")

2.

Using active listening when you're trying to get the other
person to change (give example)

3.

Using active listening when the other person really needs
to know something ("Where' a the bathroom?")

CLASSROOM EXERCISE:

RESPONDING TO NONVERBAL MESSAGES

INSTRUCTOR:
1.

Introduce concept of: There 1& no such thing as "no
coanunication." We are a lvays communicating in a
relationship--even with silence.

2.

How we communicate nonverbally:
a.
b.
c.
d.
e.

Facial expression (illustration)
Bodily posture (illustration)
Arms and hands (illustration)
Grunts and groans (illustration)
Movement toward and away (illustration)

EXERCISE:

"AROUND THE ROOM WITH NONVERBAL MESSAGES"

1.

Use same procedure as in "Child on School Bus."

2.

Either go around the room systematically or randomly pick
people, using hand signals or facing intended responder.

3.

Select from the following list of nonverbal messages or
add your own. Act them out in front of class, if possible.
If not, read situation to class. Responder is to active
listen your nonverbal behavior.
Child shoving his drawing with proud smile on face
Child showing his drawing with very dissatisfied look on
face
Man nervously pacing the floor up and down
Child giving parents "the raspberry"
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Child walking into room, slouching in chair, looking
depressed, silent
Child looking frightened, hanging on to mother in
presence of dog
Child looking bored, daydreaming out the window during
teacher's lecture
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l:_

INSTRUCTOR PRESENTATION:
OF THE OTHER PERSON

DEALING WITH UNACCEPTABLE BEHAVIOR

INSTRUCTOR:
l.

Ask class to remember the behaviors they wrote on the lower
half of their papers in tho beginning. Announce you will
now begin to deal with those unacceptable behaviors.

2.

Put up rectangle. Refer to the area below the line, "Here
the other person's behavior Cl!uses me a problem." In
other words, Vhat he does bugs me and I don't accept his
behavior. I own the problem.
Area of
Acceptance

Other Owns
Frob lem
No Problem

Area of
Nonacceptance

I Own
Problem

3.

Give examples to orient class. ("It's time to leave for
school in the morning and your older brother has his lock
on your bike. You feel angry and unaccepting of him.)

4.

Contrast attitude (of "I Own Problem") with a clear
example of ocher person owns the problem, such as other
person being concerned about not having many friends.

5.

Contrast the difference beeween the two areas.
!.'hen Other Owns
the Problem
(Here)

When Other's Behavior
Causes Me a Problem
(But here)

I am a listener

1 want to talk

1 want to help the other

1 want to help myself

I help other find his own
solution

I need a solution myself

I'm mainly interested in
other person's needs

I'm mainly interested
in my own needs
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6.

What we need to learn, then, is a way to get other people
to change their behavior when it bugs us.

7.

When we try to get another person to change his behavior,
there are three important things to remember:
a.
b.
c.

8.

II.

We want to have him really change.
We don't want to make the other person feel like he's
stupid or dumb.
We don't want to make an enemy of the other person;
we still want to be friends with him.

Host of the time when we try to change another person's
behavior that bugs us, we use those same 12 roadblocks to
communication

CLASSROOM EXERCISE:
THE CRITERIA

EXPERIENCING THE ROADBWCKS AS NOT MEETING

INSTRUCTOR: Prepare the class to respond to instructor's
messages, not by role-playing, but by reporting how the
message made them feel on three scores:
1.

Would you be willing to change your behavior?

2.

Would you feel stupid or dumb or put down?

3.

Would you still want to be friends with me?
like me still?

Would you

DIRECTIONS TO CLASS:
Tell the group they are each to imagine themselves as a guest
in your home and that they have just sat down on your new
white couch and put their feet up on it. Since you don't like
that, you will send some roadblocks to try to get them to
change their behavior.
EXERCISE:
Send the following messages, one by one, to random members of
group. After each, elicit from its receiver the feelings
described under INSTRUCTOR (above). Improve or add to.
1.

"Hey, get your feet off!"

2.

"If you don't get your feet off, I'm gonna send you home."

3.

"You're not supposed to put feet on furniture;
other's property as you would treat your own."

treat
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4.

"Floors are for feet; couches are for sitting."

5.

"Why don't you go into the bedroom and lie down."

6.

"I just can't believe anyone could be so rude and

inconsiderate."
7.

"You're usually so considerate. I can't believe you
would put your feet on my couch."

8.

"You ought to be ashamed of yourself, you dumbell."
11
Where were you born--in a barn! 11

9.

"You must hate me to do something like that."

10.

"Please don't feel embarrassed, but you have your feet
on my couch."

11.

"Do you usually put your feet on your own couch at home?"

12.

"I'm sure glad you've got those good-looking shoes up
there where we a 11 can admire them!"

After having fun experiencing how weak these are at changing
behavior and how hard they are on self-esteem and feelings of
closeness, point out that if they have those feelings, so
will their friends, brothers, sisters, etc.
Ask why the roadblocks don't work.

!!!..:..

1.

Some cause resistance--"! will not!"

2.

Some put down the other person and make him feel stupid
and dumb.

3.

Some make him angry at you and he might not want to be
your friend.

4.

Some make the other person feel guilty for having needs
of hh own.

INSTRUCTOR PRESENTATION:

INTRODUCTION TO "I" MESSAGES

KEY POINTS:
1.

The roadblocks are all "you" messages; i.e., the focus
is on what the other person did or didn't do.

2.

It would be better to focus on me and how I feel; it would
then become an "I" message instead of a "you" menage.
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3.

It would not blame or put the other person down; it would
just tell him how I feel about what he did and why.

4.

Now, we want to talk about what an "I" message is and how
it works. There are three parts to an "I" message.

I. .... . ........

(1Jrite
(my feelings or
on
board) ____,. emotions)

when ..... . •.........•. because ....•.•••
(describe what the
(real effects
other person did with- on me-...my it
out blame or put down) bugs me)

EXERCISE:
Refer back to the example: It's time to leave for school in
the morning and your older brother has his lock on your bike.

1.

Have class fill in all three columns to suit the example.
(Instructor writes class' suggestions on board.)

2.

Ask for volunteer to send a good "I" message from the
suggestions in the three columns on the board.

3.

Discuss what makes a good "I" meaaage and coach closely
on the ~ample.
EMPHASIZE:
a.

Real or tangible effects
Use an example to distinguish between real and unreal
effects.
"Your lock on my bike is a real effect,"
"The color of your shoes doesn't hurt me in any real
way.••

b.

The distinction between blameful and nonblameful
description of behavior
Blameful--"Only a stupid idiot would put a lock on
someone else's bike."
Nonblameful--"Your lock is on my bike."

4.

Go back to "couch" example and have class give a good
"1 11 mesa age.
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.!Y,_ C !ASS ROOM EXERCISE:

PRELIMINARY EXPERIENCE SENDINr. "I" MESSAGES

DIRECTIONS TO CLASS:

Ask the class to respond aloud with "I" messages to the
situations you will present.
INSTRUCTOR:

Get several "I" messages for each situation. Don't expect
high standard "I" messages now. Coach and help.
Choose several situations from the following:
The Situations:
Sibling:

You are babysitting your little
brother. He wants to run down to
the store for a bottle of pop. He
agrees to be home by 6:30. (Mom
and dad are coming home at 7:00.)
It is now 6:55 and he's not home
yet. You're really scared that
you ' ll get in trouble if he doesn't
get home before 7:00. At 6:58 he
walks in and says, "Hi."

Peer:

You have just finished sweeping the
sidewalk. This was the last thing
that needed to be done before
getting your allowance. Your friend
comes over to see you and tracks
mud all over the clean sidewalk.

GEAR SHIFTINr. INTO ACTIVE LISTENING:

KEY POINTS:

1.

No 0111 tter how good an "1" message is the other person might
feel a little put down or angry, etc.--nobody~ to hear
about his behavior that bugs you.

2.

This means that after we send an "I" message we have to do
.something to help the other person so he won't feel put
down.

3.

The thing that we need to do after sending an "1" message
is to active listen.
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4.

Let me describe what usually happens.
a.
b.
c.
d,
e.
f.

5.

I send you an "I" message.

You feel angry or put dovn.
I active tisten until you don't feel so angry any more.
I send the "I" message again.

If you seem put down again, then I active listen some
more.
Af ter we do this, you will probably change the behavior
that bugs me.

If I send you an "I" message and it makes you angry and if
don't active listen and send the "I" message again, you
would probably be mad enough that you wouldn't change for
anything.
I

INSTRUCTOR:
After the concept of shifting gea r s has been explained, give
several more situations. Ask that the participants send "I"
messages and then be ready to active listen. Coach closely,
The Situations:

~

Sibling:

You share a room with your younger
brother (sister). Your mother insists
that both beds should always be
straightened. Your brother (sister)
has juet had a group of friends
over and they messed up your bed;
you got in trouble. What do you
say to your younger brother (sister)?

Peer:

You let a friend borrow your brand
new bicycle. It is brought back with
a flat tire and three spokes missing.

INSTRUCTOR PRESENTATION:
CONDITIONS

WHY "I" MESSAr.ES WORK AND UNDER WHAT

KEY

POINTS:

l.

"I" mesuges don't tell the other person what to do; they
let the other person decide on his ovn what to do.

2.

"I" messages are not phoney. The idea is to have your
actions on the outside match your f eel ings on the inside.

3.

It is harder to argue with an "I" message.
argue about how I feel inside.

You can't
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4.

"I" messages don't make the other person feel stupid or
dumb like the roadblocks can.

5.

There are times when "I" messages don't work.
three situations we need to talk about:

There are

a.

If you don't send a good "I" message, the other person
probably won't change what he's doing. You might have
to try ega in.

b.

If there is a really good reason why the other person
doean' t want to change, an "I" message doesn't work
too well and we need to use something else. We say he
has a strong need and we must solve the problem with
"Conflict of Needs." Here is an example:
I'm in a crowded elevator and you accidentally stand
on my foot.

I say, "Ouch! 11

You don't have any reason why you need to stand on my
foot and you can see that it really affects me, so you
get of f my foot.
Now, imagine that we're standing on the edge of the
nrand Canyon and the ground beneath your feet starts to
crumble. You leap for safety and land with one foot
on my foot and one foot in thin air. I say, "Ouch!"
You can see that it really affec ts me but you have a
really good reason of your own not to move.
c.

Sometimes the other person really doesn't agree that
what he's doing hurts you. An example is:
If I send you an "I" message to get you to stop wearing
red sock s you probably would say, "How does that hurt
you?''

6.

The special problem of anger--teach whenever it comes up
and seems appropriate:
a.

Anger is S<lmetimes not too good in an "I" mea sage
becaute:
(1)

Not congruent--missed real feelings such as fear,
hurt, "unfaired" against, etc.

(2)

Basically a "you" message--blames or punishes

(3)

Othera know it is used to blame and to punish

(4)

Often gets ignored (Old Fred's blowing his stack
again.)
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b.

VI.

Much anger is an !££we all learn how to put on
because of its usefulness as a punishment with which
to teach or to get revenge. Often, if we are honest,
we know we don't feel angry, we're just acting angry
to reach an objective.

INSTRUCTOR PRESENTATION:

"I" MESSAGE ERRORS j "I" MESSAGE BENEFITS

KEY POINTS:
1.

2.

VII.

Ccmmon errors in using "I" messages:
a.

This usually happens through
the use of "I feel" being substituted for "I think."
For example: "I feel you are a creep."

b.

Undershooting. Undershooting means not matching your
true feelings with how you send the "I" message. For
example, if your friend walked up and slugged you in
the face, you would probably send a stronger message
than, "I feel upset when you hit me in the face because
it hurts a little bit,"

c.

Forgetting to shift gears and active listen the other
person's defensive response.

Disguised "you" messages.

Benefits of using "I" messages:
a.

I get my needs met; you don't feel dumb or stupid; and
we can become better friends.

b.

The other person learns how his behavior effects other
people.

c.

It feels good to be able to say you're angry, etc,,
instead of keeping it locked up inside. You can get
it off your chest.

d.

Sending "I" messages helps a person learn to understand
how he really feels inside.

CLASSROOM EXERCISE: EXPERIENCING TilE DIFFERENCE BETWEEN "I"
MESSAGES AND "YOU" MESSAGES
(Approximate length: 30·40 minutes)
INSTRUCTOR:
The following exercise is powerful in its ability both to teach
and "aell" "I" messagea because of the vivid emotional contrasts
the participants experience, Since this exercise works best

85

with a fairly high level of skill, you may wish to postpone its
use until a later session, where it would probably be beat as
a brush -up.
DIRECTIONS TO CLASS:
1.

(approximately 5 minutes)

Give these directions first as the group's initial tasks.
a.

I want you to pair up as follows:
pairs appropriately.)

(Instructor selects

b.

Instructor decides who is A and who is B.

e.

Each participant mentally recalls a recent, actual
example of a behavior of a friend, a sibling, a
parent, etc,, that was unacceptable. When it becomes
his turn to send, this will be the subject of his
sending.

d.

Pairs put as much distance as possible between them
and other pairs so as to min!Jnh:e voice interference.

EXERCISE:
1.

A sends to B (approximately 10 minutes)
a.

A tells B who B will play (the friend, sibling, parent,
etc., who exhibited the unacceptable behavior) and
briefly what the unacceptable behavior was; i.e.,
"You're my 6 year old son and you came in with muddy
feet." Allow no long involved background here.

b.

B (the bad guy) is to possess no skills; i.e., doesn't
active listen, send "I" messages, etc. He is to
respond to A's sending as he feels in his own gut
(not, for example, as he guesses a 6 year old boy
would respond).

c.

The "you" message experience
The exercise starts with A'a using the roadblocka on
B to try to get B to agree to change his unacceptable
behavior. (Suggest that A'a forget the course, revert,
have a ball, live it up with "you" messages galore.) B
responda spontaneously. Time this at 3 minutes, then
call "cut." Te 11 A's to take enough time to compose a
good "I" message, then
(Help participants, if neceasary)
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d.

The "I" message experience
A's start over again, sending a good "I" message (~
active listening B's response)and going on from
there, using the skills to try to get B to agree
to change his behavior. B is again to have no skills
and is to respond as he actually feels in his viacera.
Time this at 3 minutes, then call "cut."

2.

3.

B sends to A (approximate ly 10 minutes)
a.

Reverae the exercise, vith B sending to A playing
B's friend, sibling, parent, etc., whose behavior was
unacceptable to B.

b.

Continue through steps b, c, and d.

Reconvene group and ask member& to share with group how it
to experience one or more of the four rolea--"you"
message sender, 11 you11 message receiver, "Iu message sender,
and "I" message receiver. (Aak group to hold inputs on
technical difficulties such aa forgetting to active listen,
etc., and get visceral experiences before they fade.
Expect rich harvest: "you" messages felt awful, created
a power-struggle climate; "I" messages de-escalated,
created warm feelings, promoted wanting-to-help feelings,
etc.)
~

Now accept and handle any technical problems, if group is
still interested. (Primary value of exercise is gut
experiencing.)
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Basic Module D:

MODIFYING THE ENVIRONMENT

The Theory, the Instructor Presentation, and the Classroom Exercise
in this Module do not seem appropriate for teaching children because:
1.

The opportunity for children to employ this method is minimal,
i.e., they do not have much control over the environment of others.

2.

Children do not possess the power or knowledge necessary to
implement modification of the environment.

Rather than skipping Module D completely, several examples can be
given to explain the basic idea.

INSTRUCTOR PRESENTATION:
Another way to get the other person to change unacceptable behavior
is to change the surroundings instead of trying to get him to change.
Example:

If your little brother comes into your room and gets into
your things, put them up high enough so that he can't
reach them.

Example:

If you are babysitting your brothers and sisters and they
seem to be restless and into everything, take them to the
park where they can run and play hard.
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CLASSROOM EXERCISE:

IDENTIFYING CONFLICTS IN YOUR RELATIONSHIP

WITH ANOTHER
INSTRUCTOR:

1.

Bring rectangle up-to-date showing how active listening,
sending"I" menages, and modifying the environment (changing
surroundings) help enlarge No Problem area.
Other Owns Problem

No Problem

active listening
11 11
1 messages
modifying environment

2.

Point out that acti ve listening doesn't always help the
other person solve all his problema; some remain unsolved,

3.

Point out that "I" messages and modifying the environment
don't always get rid of all the unacceptable behaviors of
the other person.

4.

Point out why some behavior remains unchanged.

S.

a.

The other person has a strong need to continue his
unacceptable behavior. When this happens, we have
"Conflict of Needs." (Write in the rectangle.)
Refer back to the elevator-Grand Canyon example.

b.

The other person doesn't accept: the fact ths t his
behavior hurt• me or there ten't a tangible (real)
effect. (Example of wearing red socks.) When this
happens, we have a "Collision of Values." (Write in
rectangle.)

We will now talk about conflicts of needs and how to solve
these problems,

DIRECTIONS TO CU.SS:
Now take out a sheet of paper and make a list of things another
person does that bug you or are unacceptable. This person can
be a brother, a sister, a friend, etc.
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Examples:
l.

Little brother messes up your drawers.

2.

Friend always borrows your pencil and doesn't give it back.

3.

Your friend wears a shirt that you think is sickening.

INSTRUCTOR:
Ask some participants to read their listed behaviors. (Coach
to make certain they are specific behaviors and not traits such
as rudeness, etc.)
DIRECTIONS TO CLASS:
Now go through your list and put a check mark by the behaviors
that the other person would understand and accept as behaviors
that have a real effect on you. The key word is real.
Example:

Most brothers would easily accept the fact that
messing up your drawers has a real effect on you.

Example:

Not many people would accept the fact that wearing
a certain color shirt has a real effect on you.

INSTRUCTOR:

II,

1.

Ask some students to read the ones they checked.
where necessary)

2.

Explain that the ones they checked are probably conflicts
of needs which are what we wBnt to discuss now.

INSTRUCTOR PRESENTATION:
RESOLVE CONFLICTS?
INSTRUCTOR:

(Coach

WHAT METHODS ARE USUALLY USED TO

(Read the following to class.)

Here is an example of a conflict or problem some of us might
have with a brother or a sister. Let's just imagine that you
have a brand new bicycle, and your brother doesn't. The
problem h that he likes to ride your new bike and sometimes
he has it when you need it.
There are two ways you and your brother might solve this
problem. The firat way is called Method I and it works like
this: You would just tell your brother to leave your bike
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alone or you'll beat him up or break his new radio or something
like that. In other words, you would make him do what you
want and not worry about what he wants. This method is also
called the Authoritarian method because you use your authority
or power to get your way; you make him accept your solution to
the problem.
The other method is called Method II and it works like this:
You would tell your brother you don't want him riding your
bike again. In this method he might aay something like, "I
don't eare; I'm going to do it anyway." Then he might start
to cry and throw a temper tantrum. Then you would probably say,
"Oh, all right. You win, you spoiled brat! Ride it!" ThiB
method is also called the Permissive method because you permit
the other person to get his way and he doesn't seem to worry
about what you want.
Both Method I and Method 11 are called win-lose methods because
somebody wina and somebody loses. The person who wins is
usually the one who has the 111011 t pover.
(Ask for personal examples of Methods I and 11 from class members
and d iscuu.)
In both of these methods where somebody loses, it's pretty hard
to like each other as much and still be friends afterwards.
Here is what happens:

(Explain diagrams)

Method I --Authoric:arian

Method

resentment
flow

!!!.:..

ClASSROOM EXERCISE:

resentment
flow

TilE EFFECTS OF USING METHOD I

INSTRUCTOR:

1,

Both Method I and Method II use power.

I I --Permissive
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2.

What i s power? It ' s having the things people want or being
able to hurt them.

3.

Here are the conditions for having power over another person:
a.
b.
c.
d.

4.

You must have things he needs very badly (like food and
clo th i ng) and / or something that might hurt him.
The other person must be i n a situation whe re he can't
get by without you; i . e., dependent on you.
He must be afraid of you for what you might do t o
hurt him.
Summary: For you to have power over another person,
he must be dependent on you or afraid of you.

Pose this question: Do you want your friends and brothers
and sisters to be afraid and dependent?

DIRECTIONS TO CLASS:

Think of someone who has power over you. This can be an older
brother or s i ster, a friend, a teacher, a babysitter, a parent,
etc. Now try to remember times when they have used their power
over you to change your behavior and get you to accept their
solutions.
How did you feel?

What did you do?

INSTRUCTOR:

1.

Lead a dia cussion based on class' example of the exerc ise
above.

2.

IV.

Stress that "the way you feel about others using power on
you is how others will feel if you use power on them."

INSTRUCTOR PRESENTATION:

THE EFFECTS OF USING METHOD II

KEY POINTS:

1.

If you have a f riend or brother (slater) that a l ways wins
and you lose, you're not going to like him very much.

2.

People are likely to be selfish and spoiled if Method II
is used with them.

3.

It is hard for someone on whom Method II is used to get
along with other people and other people won't generally
like him much.
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Y.,_

INSTRUCTOR PRESENTATION:
CONFLICT RESOLUTION

METIIOD III OR THE NO-LOSE METHOD OF

INSTRUCTOR:
Another method of solving problems is Method III which is also
called the No-Lose method of solving problems. In this method
nobody has to lose; in fact, both people win because they both
get their needs met.
Let's compare a drawing of Method III to Methods I and II.
(Redraw diagrams for Method I and Method II as in Section E-ll,
Then draw the diagram for Method Ill as shown and explain.)

Method III-No-Lose
no resentment in

Method lll

"I"

messages

active listening

Y!.:., INSTRUCTOR PRESENTATION:

TilE SIX STEPS OF METIIOD III PROBLEM

SOLVING
INSTRUCTOR:
In Method III there are six steps that are very important.
The six steps are: (state and explain)
1.

Redefine problem in terms of needs.

2.

Generate possible solutions and write them down on a sheet
of paper.

3.

Evaluate solutions in terms of meeting needs.

4.

Decide on or select a solution.

5.

Implement solution; decide who does what by when.

6.

Set up a time to re-evaluate.
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Use the previous example of the brother and the bicycle to
illustrate how Method III works. Involve class. Contrast
Method Ill with Methods I and II.
Redefine

1.

You need to know where the bike is in case
you need it.
Brother would like to be able to ride a new
bike once in awhile.

Generate

2.

Brother never rides it.
Brother always rides it.
You share it every other day.
Brother lets you know ahead of time when he
wants it.
You buy brother a bike of his own.
You sell the bike.

~

Evaluate

3.

Select

4.

Implement

S.

Re-evaluate

6.

(Have participants carry the ball from this
point on. Coach carefully.)

ILLUSTRATION OF METHOD III:

THE "BONNIE" TAPE

INSTRUCTOR:
Explain that this tape is a recording of a mother using
Method III with her S year old daughter, Bonnie.
KEY POINTS:

Instructor atopa tape frequently to make any or all of the
following pointa: (Some key points will come out later in the
discussion after the tape.)
1.

Importance of starting Method III with nonblaming "I"
measagea ao that child does not feel he has already loet.

2.

Importance of stressing to child that this is a method
for arriving at a solution that ia acceptable to both.
(On the tape the mother did not stress this.)
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3.

With very young children, parents should not count on child
generating alternative solutions. Stress that it is
immaterial who suggests solutions.

4.

Stress the importance of "shifting gears" to active listening after sending "I" messages. Functions of active
listening:
a.
b.

Demonstrates acceptance of child's feelings
Helps parent understand child's real needs-~at the
basic problem is

5.

Stress how parent fails for awhile to do an accurate job of
active listening. (Mother said later she had an hypothesis
that the school was not enriched enough for her daughter
which caused her to turn off her ear to Bonnie's real
feelings.) Also, the tape illustrates that a parent doesn't
have to be a perfect active li1tener in order to get results.

6.

Point out that in Method III it may take awhile to get the
conflict of needs defined in terms of the child'• rea l needs.

7.

When Bonnie says, "Besides, we're not talking about napa,"
point out the dangers of bringing in another problem (agenda
item) during Method III.

8.

Stress that once the real problem is defined accurately, 8
possible good solution often becomes very apparent, e.g. ,
spending lome special ttme with Bonnie.

9.

Stress necessity for making sure the solution is really
acceptable to the child,

10.

Stress how child is just as concerned as parent that the
solution gets tmplemented, ("We' 11 need to make a sign
'cause you don' t remember.")

11.

Point out contrast between feelings mother and daughter
would have had in a Method I or Method II resolution of
this volatile problem and the warm, loving feelings Bonnie
and her mother had with the Method I I I resolution.

Instructor will probably want to give class a chance to discuss
tape or give responses or reactions.
VIII,

INSTRUCTOR PRESE!fiATION:
THE NO-IDSE METHOD

THE EFFECTS AND BENEFITS OF METHOD III,

KEY POINTS:

1.

No reaenttnent, still like each other
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2.

The people are more likely to follow through with the
solution because they helped find it.

3.

More creative solutions are found because, "Two heads are
better than one."

4.

No power is necessary.

5.

Method Ill helps people have friendly, loving feelings
towards each other.

6,

Using Method III teaches the other person:
a.
b.
c.
d.

IX.

You care about him--his needs and feelings are important,
too.
You care about yourself--your needs and feelings are
important.
People can solve problema ao that no one loses.
Problems and conflicts aren't bad. Method III helps
solve problems that we ar e bound to have.

INSTRUCTOR PRESENTATION:
INSTRUCTOR:

PROBLEMS IN IMPLEMENTINr. METHOD III

(Read to class)

To help us understand Method III a little better, I would like
for us to do an exercise together. Here is the situation:
Suppose that some parents have bought one bicycle for a sister
and a brother to share. The sister and brother both want to
use the bicycle at the same time. The brother wants it to get
to his Little League game. The sister wants it so she can
get to her friend's birthday party. Both the ball game and the
birthday party are at the same time.
Now, let's go through the six steps of Method III problem
solving and aee if we can solve this problem.
Firat of all, what are the brother'• needs and what are the
sister's needs?

(INSTRUCTOR: Follow this example through the six steps with
the class as both a demonstration and an exercise for them to
participate in as a group.)
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!.,_ SKILL PRACTICE IN METHOD Ill:

PAIRING AND ROlE-PlAYING

INSTRUCTOR:
l.

Divide class into two groups, using any suitable method.
Label one group "1' s" and the other group "2' s."

2.

Take the "1' s" out of the room and te 11 them about their
role. Then go back to the "Z's" and tell them about
their role.

3.

Assign pairs. Each pair is to try to resolve their conflict
using Method III. Set time limit of 10-15 minutes, less
if the exercise bogs down.

4.

After 10-15 minutes reassemble class. Lead a discussion
focused on how the class felt using Method 111 problem
solving.
The Tape Recorder Conflict

Older Brother's Role: (to be played by the "l's" who are to
possess skills of course)
Your younger brother has a habit of coming into your bedroom
and taking your tape recorder, tapes, and funny books. He
always messes your room up while looking for them, and then
he never returns them to you. It seems like every time you
vent to play a tape or read a funny book, you have to look
all over the house for them.
You have tried ignoring the problem, telling mom and dad,
beating him up--nothing has worked.
You don't mind his using your recorder and reading your funny
books, but you don't like him coming into your room without
permission.
Your needs in this situation are:
1.

You want to know where your recorder, tapes, and funny
books are.

2.

You don't want people coming into your room without permission.

3.

You are afraid the recorder and funny books will get ruined
if they're t aken all over the house.
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Key points for older brother:
l.

Send "I" messages

2.

Don't forget to active li1ten

3.

Make sure Method III is used and that your needs and your
brother's needs are met

4.

Write down alternative solutions

Younger Brother's Role:
possess course skills)

(to be played by the "2's" who don't

You get upset because your brother won't let you borrow his
tape recorder and funny books. You have tapes of your own
but he has the only recorder; however, according to mom and dad
he is supposed to share with you.
When you want to use it, it seems like he is never around.
When you go into his room to get it, it is always in a different
place and you have to look all over for it.
You feel that since he has the only recorder, he should let
you borrow it sometimes and not get so mad about it.
You don't like being ordered around but you do like your brother
and vent him to like you.
Your needs in this situation are:
l.

To be thought of as a good guy

2.

Not to be ordered around

3.

To use a tape recorder and borrow funny books and tapes

Key points for younger brother:
l.

Be reasonable but make sure active listening and "I"
messages are used.

INSTRUCTOR:
Poa1ible solutions would include a time schedule for the u1e of
the items, a specific location for the recorder and funny books
(either in or out of bedroom), helping brother buy his own
recorder, etc.

Coach very c loa ely.
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Basic Module F:
HOW TO DEAL WITH
VALUE COLLISIONS

TABLE OF CCIITENTS
I,
II,
III.

INSTRUCTOR

PRESENTATION:

CLASSROOM EXERCISE:
IN THE VALUES AREA

IDENTIFYING CONFLICTS OP VALUES

BUILDING A LIST OF BEHAVIORS THAT FALL

INSTRUCTOR PRESENTATION: WHAT CAN YOU DO WITH BEHAVIORS OF
THE OTHER PERSON THAT YOU CANNOT ACCEPT, YET THEY DON'T
AFFECT OR HURT YOU IN A REAL WAY
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!.:.

INSTRUCTOR PRESENTATION:

IDENTIFYING CONFLICTS OF VAWES

INSTRUCTOR:

Present rectangle as follows and review it as a prelude to
"values" diacunion:

Other Owns Problem
Area of
Acceptance

ctive listening

No Problem

I Own Problem
Area of
Nonaeceptan ce

8

"Iu messages
medify environment

We Own Problem
Conflicts
of Needs

I
I
I
I

Collision
of Values

I

Method III
1.

Explain that a person's values are the things he believes
in, his rights.

2.

In terms of the three column formula , a value collision is
behavior which the other person will not accept as hurting
or affecting me in a real way.
Example:

If you believe in a certain church and I tell you
it really bugs me that you do, this would be an
ezample of values collision,
Why?
Because it doesn't hurt me in any real way if you
believe in a certain church.

Example:

If you tear pages out of my notebook and I say,
"It really bugs me when you tear out pages because
I' 11 have to buy a new book," is this a collision
of values? (No·.)
Why?

101

Because tearing pages out of my books affects me
in a real way. I'll have to buy a new book.
KEY POINT:

It is the other person who must accept that his behavior affects
me in a real way.

!b. ClASSROOM EXERCISE: BUILDINr. A LIST OF BEHAVIORS THAT PALL IN
THE VAWES AREA
INSTROCTOR:
1.

Involve class in generating a large number of values.
(Coach and add to if necessary. Write on board.) Some
examples are:
Choice of friends
Choice of religion
Choice of clothing
Hair length
Po Uti cal views
Smoking, drinking, drugs

~

2.

Volume is what you want,

3.

Don't discuss any of them until after list is completed,

INSTRUCTOR PRESENTATION: WHAT CAN YOU DO WITH BEHAVIORS OF THE
OTHER PERSON THAT YOU CANNOT ACCEPT, YET THEY DON'T AFFECT OR
HURT YOU IN A REAL WAY
INSTRUCTOR:
There are several ways of dealing with a collision of your values
with the values of another person.
Firat Method:
Example:

Second Method:

Model the Desired Behavior
If you want your little brother to be honest,
then be honest and chances are that he will copy
you and be honest, too. This is like setting an
example for someone.
Be a Good Consultant

A consultant is someone who knows the fa~ts about something
and can give us information if we ask him. But, he lets us
decide what to do and doesn't nag us or hassle us.
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Example:

Third Method:
Example:

If you don't want your friend to use drugs, find
out all you can about them and tell him once;
then let him decide what he wants to do. Don't
hassle him.
Change Your Own Way of Thinking
Learn all you can about the other person's point
of view.
Try out the other person's values.
Put yourself in the other person's shoes.
Learn to like yourself better which makes it
easier to accept other people's values.

Fourth Method:

Learn to Respect the Other Person's Opinions
and Values even if You Don't Agree with Them

Example:

If your friend doesn't believe in going to
church and you do, you should still let him have
the right to believa that way.

Example:

If your sister likes to watch Sesame Street
and you don't, you shouldn't make fun or tease
her about it. It's her right to like it just
the same as it's your right not to like it.

FINAL SESSION IDEAS

TABLE OF CONTENTS

I.
II.
III.

REVIEW RECTANGLE AS COMPLETELY FILLED IN
EXPLAIN USE OF SKILlS FOR POSITIVE SIDE
THREE STEPS FOR USING COURSE SKILlS
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!:,. REVIEW RECTANGU: AS COMPU:TELY FILLED IN
~

EXPLAIN HOW THE SKILLS CAN BE USED FOR THE POSITIVE AS WELL AS
THE NEGATIVE SIDE OF HUMAN RELATIONSHIPS

!.!!:.. THREE STEPS FOR USING COURSE SKILLS
1.

Identi fy behavior.

2.

Decide where it fits on rectangle.

3.

Choose the right skill.

INSTRUCTOR:
State the following examples or those of your own to the class
and ask them where they go on the rectangle and which skills
to use. Coach.
1.

Friend aaya, "Nobody likes me."

2.

Friend says, "I don 1 t believe in church ."

(values)

3.

Sister wear a your clothes without asking.
Method Ill)

("I" message;

4.

Brother and you both need the go-cart.(Kethod Ill)

5.

Friend is crying in the corner.

6.

You want your friend to believe in your church.
modeling)

7.

Brother says, "IJow, I made the basketball team."
listening)

8.

Friend givee you a compliment.

9.

You want to give youT friend a c0111plilllent.

10.

(active listening)

(active listening)
(values;
(active

(active Listening)
("I" menage)

Your parents give you and your brother $50 to spend
any way you want. {Kethod III)
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Appendix B
Procedures and Instructions for PET Research
Subjects
From the students in the six learning adjustment classrooms in
the elementary grades, an experimental group and a control group were
selected.
From the parents of the children in the six learning adjustment
classes, an experimental group of parents and a control group of
parents were chosen.

This is a total of four groups:

an expert-

mental group and a control group of children and sn experimental group
and a control group of parents.

All of the parents participating

in the parent classes will be subjects; either experimental or control.
However, only the children OF THOSE PARENTS WHO PARTICIPATE IN THE
PARENT CLASSES WILL BE SUBJECTS (either experimental or control).
Instructions for Working with Parents
At the beginning of the first parent class, distribute the three
questionnaires to the parents:

Parent Attitude Survey, Parent Problem

Check List, and Self-concept Inventory--Parent.

Make sure they are

completed in the order listed.
Read the following instructions to the participants:
As part of a research project we are asking you to complete
three questionnaires. The individual instructions for the
questionnaires are found on the first page of each. In responding
to the items, answer according to your first impression rather
than spending a lot of time trying to decide. Work as quickly
aa you can. Thia information will be treated as confidential.
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Answer any questions.

Allow sufficient time for completion, then

collect the papers.
This procedure should be followed for both the experimental group
and the control group of parents.
I nstructions for Working with Children
After the first parent class you will be able to determine which
children to include sa subjects (those whose parent or parents are
attending the PET class).
Experimental group of children.

As soon after the first parent

class as possible, have the learning ad justment teacher administer the
two questionnaires to the children.

They are the Children's Reports

of Parental Behavior and Self-concept Inventory--child,

Make sure

they are completed in the order listed.
If the children have difficulty reading and/or understanding the
i tems, it is per111iasible for the learning adjustment teacher to read
the items to the child and fill in the indicated response.
After the experimental subjects have been identified and have
completed the quest ionnaires, the presentation of the modules can begin.
These children will receive PET instruction at their respective schools
as part of the a ctivities in the learning adjustment classroom.
It will be necesaary to assemble the children once a week for
the aessions.

The length of time for each session will obviously vary

according to the session content, the attention span of the individual
children, etc.

About an hour to an hour and a half per session is

recoamended, if pouible.

The important consideration is that the

children complete the course as near as possible to when their parents
do.
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It is recommended that the learning adjustment teacher n21 be
present during the sessions.
Control group of children.

As soon after the first parent class

aa possible, have the learning adjustment teacher administer the two
questionnaires to the children.

They are the Children's Reports of

Parental Behavior and Self-concept Inventory--child.

Make sure they

are completed in the order listed.
If the children have difficulty reading and/or understanding the
items, it is permissible for the learning adjustment teacher to read
the items to the child and fill in the indicated response.
Aft:er the control subjects have been identified and pretested,
they will be given n2 additional treatment or attention beyond that
normally associated with the Learning Adjustment School Program.
Post-teats
At the conclusion of the courses all subjects should be posttested according to the procedure outlined previously for the preteats.
order.

The same questionnaires will be administered and in the same
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Appendix C
Parent Attitude Survey
INSTRUCTIONS: On the following pages are a number of statements
regarding parents and children. Please indicate your agreement or
disagreement with each statement in the following manner:
Strongly Agree
Agree
Undecided
Disagree
Strongly Disagree

cross out letter "A"
cross out letter "a"
cross out letter "u"
cross out letter "d"
cross out letter "Du

on
on
on
on
on

answer
answer
answer
answer
answer

sheet
sheet
sheet
sheet
sheet

For example: i f you strongly agree with the following statement, you
should mark it in this way:
Boys are more active than girls.

X·

u d D

All your answers are to be marked on the answer sheet. Please do not
write on this page or on the statements. Be sure that the number of
each answer corresponds to the number of the statement which is answered.
This survey is concerned only with the attitudes and opinions that
parents have; there is no "right" or "wrong" answer. Work just as
rapidly as you can. It is your first impression that we are interested
in. There is no time limit.

REMEMBER • . . . . . . • , • . . , . .

A

=

Strongly Agree

a • Agree
u • Undecided
d • Disagree
D • Strongly Disagree

Pleaae turn the page and go ahead , . . . . • . . . . . , • . • • . • .
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1.

Parents have to sacrifice everything for their children.

2.

Parents should help children feel they belong and are needed.

3.

Taking care of a small baby is something that no woman should be
expected to do all by herself.

4.

When you come right down to it, a child is either good or bad
and there's not much you can do about it.

5.

The earlier a child is weaned from ita emotional ties to ita
parents, the better it will handle ita own problems.

6.

Most of the time giving advi ce to children is a waste of time
because th~y can't take it or don't need it.

7.

It is hard to let children go and viait people because they might
misbehave when parents aren't around.

8.

Fewer people are doing a good job of child-rearing nov than
30 yea rs ago.

9.

With all a ~hild hears at school and from friends, there's little
a parent can do to influence him.

10.

If a little girl is a tomboy, her mother should try to get her
interested in dolls and playing house.

11.

A child has a right to his own point of view and ought to be
allowed to expre1a it, just as the parents express theirs.

12.

If children are quiet for a while, you should immediately find
out why.

13.

It's a rare parent who can be even-tempered with the children all
day.

14.

Psychologiats now know that what a child is born with determines
the k ind of peraon he becomes.

15.

One reason that it is aad to see children grow up is because they
need you mor e when they are bab ies.

16.

The trouble with trying to understand children 's problems is they
usually just make up a lot of storiea to keep you interested.

17.

A mother has a right to know every thing going on in her child's
life because her child is part of her.

18.

Most parents aren't sure what is the beat way to bring up children,

19.

A ch i ld may learn to be a juvenile delinquent from playing games
like cops a nd robbers or war too much.
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20.

There is no reason why a child should not learn to keep his clothes
clean very early in life.

21.

If a parent sees that a child is right and the parent is wrong,
they should admit it and try to do something about it.

22.

A child should be allowed to try out what it can do at t i mes
without the parents watching.

23.

It's hard to know what to do when a child is afraid of something
that won't hurt him.

24.

Most all children are just the same at birth; it's what happens
to them afterwards that is important.

25.

Playing with a baby too much should be avoided, since it excites
them and they won't sleep,

26.

Children shouldn't be asked to do all the compromising without a
chance to express their side of things.

27.

Parents should make it their business to know everything their
children are thinking.

28.

Raising children isn't as hard as most parents let on.

29.

There are many things that influence a young child that parents
don't understand and can't do anything about.

30.

A child who wants too much affection may become a "softie" if i t
is given to him.

31.

Family life would be happier if parents made children feel they
were free to say what they think about anything.

32.

Children must be told exactly what to do and how to do it, or
they wi ll make mistakes.

33.

Parents sacrifice most of their fun for their children.

34.

Many times parents are punished for their own sins through the
bad behavior of their children.

35.

If you put too many restrictions on a child, you wil l atunt his
personality.

36.

Moat children's fears are so unreasonable it only makes things
worse to let the child talk about them.

37.

It is hard to know vhen to let boya and girls play together when
they can't be aeen.
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38.

I feel I am faced with more problema than most parents.

39.

Most of the bad traits of children (like nervousness or bad
temper) are inherited,

40.

A child who misbehaves should be made to feel guilty and ashamed
of himself.

41.

Family conf erences wh i ch include the children don't usually
accomplish much.

42.

It's a parent's duty to make sure he knows a child's innermost
thoughts.

43.

It's hard to know whether to be playful rather than dignified
with children.

44.

A child that comes from bad stock doesn't have much chance of
amounting to anything.

45.

A child should be weaned away from the bottle or breast as soon
as possible.

46.

There's a lot of truth in the saying, "Children should be seen and
not heard."

47.

If rules are not closely enforced, children will misbehave and
get into trouble.

48.

Children don't realize that it mainly takes suffering to be a
good parent.

49.

Some children are so naturally headstrong that a parent can't
really do much about it.

SO.

One thing I cannot stand is a child's constantly wanting to be
held.

51.

A child's ideas should be seriously considered in making family
decisions.

52.

More parents ahould make it their job to know everything their
child is doing.

53.

Few parents have to face the problems I find with my children.

54.

Why children behave the way they do is too much for anyone to
figure out.

55.

When a boy ia cowardly, he should be forced to try things he ia
afraid of.
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56.

If you let a child talk about his troubles, he ends up complaining
even more.

57.

An alert parent should try to learn all his child's thoughts.

58.

It's hard to know when to make a rule and stick by it.

59.

Not even psychologists understand exactly why children act the
way they do,

60.

Children should be toilet trained at the earliest possible time.

61.

A child should always accept the decisions of his parents.

62.

Children have a right to activities which do not include their
parents.

63.

A parent has to auffer much and say little.

64.

If a child is born bad, there's not much you can do about it.

65.

There's no acceptable excuse for a child hitting another child.

66.

Children should have a share in making family decisions just as
the grownups do.

67.

Children who are not watched will get into trouble.

68.

It's hard to know what healthy sex ideas are,

69.

A child is destined to be a certain kind of person no matter what
the parents do.

70,

It's a parent's right to refuse to put up with a child's annoyances.

71.

Talking with a child about his fears most often makes the fear
look more important than it is.

72.

Children have no right to keep anything from their parents.

73.

Raising children is a

74.

Some children are just naturally bad.

75.

A child should be taught to avoid fighting no matter what happens.

76.

Children don't try to understand their parents.

77.

A child should never keep a secret from his parents.

nerve~racking

job.

Parent Attitude Survey
Ansver Sheet
A • Strongly Agree;

a • Agree; u 5 Undecided;
D • Strong Disagree

d • Disagree

l.

A a

u d D

23.

A

u d D

45.

Aa u d D

2.

Aa u d D

24.

A a u d D

46.

Aa u d D

3.

A a u d D

25.

A a u d D

47.

Aa u d D

4.

A a u d D

26.

Aa u d D

48.

Aa u d D

s.

Aa u d D

27.

A a u d D

49.

Aa u d D

6.

A

8

u d D

28.

A

u d D

so.

Aa u d D

7.

A

8

u d D

29.

A a u d D

51.

A

8

u d D

8.

Aa u d D

30.

Aa u d D

52.

A

8

u d D

9.

A a u d D

31.

A

u d D

53.

A a u d D

10.

A a u d D

32.

Aa u d D

54.

A a u d D

11.

A a u d D

33.

A a u d D

55.

A a u d D

12.

A a u d D

34.

A a u d D

56.

Aa u d D

13.

A a u d D

35.

Aa u d D

57.

Aa u d D

14.

Aa u d D

36.

Aa u d D

58.

Aa u d D

15.

Aa u d D

37.

A a u d D

59.

Aa u d D

16.

A a u d D

38.

A a u d D

60.

A

17.

A a u d D

39.

A a u d D

61.

Aa u d D

18.

A a u d D

40.

Aa u d D

62.

Aa u d D

19.

A a u d D

41.

A a u d D

63.

A a u d D

20.

A a u d D

42.

Aa u d D

64.

A a u d D

21.

Aa u d D

43.

A a u d D

65.

A a u d D

22.

A a u d D

44.

A a u d D

66.

A a u d D

8

8

8

8

u d D

Parent Attitude Survey
Answer Sheet (continued)
67.

Aa u d D

68.

A

69.

A a u d D

70.

Aa u d D

71.

Aa u d D

72.

Aa u d D

73.

A a u d D

74.

Aa u d D

75.

Aa u d D

76.

Aa u d D

77.

A

8

8

u d D

u d D
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Parent Attitude Survey
Individual Analysis Sheet of Difference Scores
Confidence
~

Cauaation

t2.U

~ Post

Acceptance
Pre ~
5-

3-

4-

8-

9-

lO-

13 -

14-

15-

18-

19-

20-

23-

++24-

25-

++28-

29-

30-

33-

34-

++35-

38-

39-

40-

43-

44-

45-

48-

49-

50-

53-

54-

55-

58-

59-

60-

63-

64-

65-

68-

69-

70-

73-_ _

74-_ _

75-

total

total

total

Difference

++ reverse direction of acore

ll6

Parent Attitude Survey
Individual Analysis Sheet of Difference Scores (continued)
Understanding

Trust

Pre ~

Pre Post

6-

7-

++u-

12-

16-

17-

++21-

++22-

++26-

27-

++31-

32-

36-

37-

41-

42-

46-

47-

++51-

52-

56-

57-

61-

++62-

++66-

67-

71-

72-

76-_ _

77-_ _ _

total

total

Difference
Total Test Score
Difference - - - - -

++ reverae direction of score
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Appendix D
Parent Problem Check List
This questionnaire is a list of problems many parents have with their
children. Please read each statement and mark it according to whether
it baa appeared in your family. Circle tbe letters corresponding to
your answers as follow:
VO • Very Often;

0 • Often;

OC :Occasionally;

S :Seldom;

N·N~er

1.

Becomes angry over seemingly small incidents.

VO

0

OC

S

N

2.

Becomes excessively worried or anxious.

VO

0

OC

S

N

3.

Frequently appears to be depressed.

VO

0

OC

S

N

4.

Steals large or small items.

VO

0

OC

S

N

5.

Appears to be lost in daydreams.

VO

0

OC

s

N

6.

Exhibits habitual facial grimaces or tics,
especially when ur.der emotional strain.

VO

0

OC

S

N

Although be has adequate mental ability,
he doesn't apply himself and do well in
school.

VO

0

OC

s

N

Restless and seems unable to remain still
for even short periods of time.

VO

0

OC

S

N

Very sensitive over real or imagined
insults.

VO

0

OC

S

N

Seems to be exce1stvely cruel to younger
or smaller children or animals.

VO

0

OC

S

N

Abnormally anxious to achieve perfection
in tasks.

VO

0

OC

S

N

12.

Overconcerned about disease and germs.

VO

0

OC

S

N

13.

Shows evidence of disliking or hating
most people.

VO

0

OC

S

N

Feels that he is being singled out for
punishment more than other children.

VO

0

OC

S

N

7.

8.
9.
10.
11.

14.
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15.

Seems to be lazy and irresponsible about
completing any disagreeable task,

vo

0

or.

S

N

16.

Shove little concern over failure,

VO

0

OC

S

N

17.

Repeatedly misbehaves although punished
or varned for the aame problem several
times.

VO

0

OC

S

N

18.

Shov e little or no affection for anyone.

VO

0

OC

S

N

19.

Lacking in confidence; won't try a task
for fear of failure.

VO

0

OC

S

N

Just sits vithout seeking entertainment or
activity of any sort.

VO

0

OC

S

N

Has extreme fears of certain activities,
animals, or situations.

VO

0

OC

S

N

22.

Lies frequently.

VO

0

OC

S

N

23.

Seldom or never shows guilt over injury
he has caused.

VO

0

OC

S

N

Seems to do certain tasks over and over
again vithout reason.

VO

0

OC

s

N

25.

Is frequently absent from school.

VO

o

OC

S

N

26.

Indecisive even when making minor
decisions.

VO

0

OC

S

N

Stutters, especially vhen attention is
called to him.

VO

0

OC

S

N

Never seems to relax and let himself go or
enjoy himself.

VO

0

OC

S

N

Loses his voice momentarily vhen frightened
or very embarrassed,

VO

0

OC

S

N

Seems to be constantly tired, lethargic,
listless.

VO

0

OC

S

N

Frequently has a dazed, confused look on
his face.

VO

0

OC

S

N

Seems to be hostile tovard any higher
authority--parent, teacher, police , etc.

VO

0

OC

S

N

20.
21.

24.

27.
28.
29.
30.
31.
32.
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33.

Has frequent headaches or illnesses for
~hich no physical cause can be found.

VO

0

OC

S

N

Seems to have more accidents than other
children.

VO

0

OC

S

N

35.

Dislikes being in la rge groups of people.

VO

0

OC

S

N

36.

Is repeatedly destructive of material
things.

VO

0

OC

S

N

Appears to ignore parents or others When
they are talking to him.

VO

0

OC

S

N

vo

0

oc

S

N

such as cleaning room, shoveling walks, etc.

VO

0

OC

S

N

40.

Seems to be jealous of other children.

VO

0

oc

S

N

41.

Never finishes anything he starts.

VO

0

OC

S

N

42.

Lets others choose his interests and
activities eor him.

VO

0

oc

S

N

Othar children don't seem to like to be
around him.

VO

0

OC

S

N

VO

0

OC

S

N

34.

37.

38.
39.

43.

Seems to have a very
interests.

narr~

range of

Will not take responsibility at home,

~eight.

44.

Is excessively over or under

45.

Fights with other children.

VO

0

OC

S

N

46.

Wets clothing or bed.

VO

0

OC

S

N

47.

Has difficulty sharing or cooperating with
someone e lse.

VO

0

OC

S

N

48.

Seems to expect punishment.

VO

0

OC

S

N

49.

Liatena to TV or radio constantly.

VO

0

OC

s

N

50.

Seems to take delight in doing or saying
things to hurt hie parents.

vo

0

S

N

vo

0

oc

S

N

vo

0

oc

S

N

51.
52.

Doesn't want to participate
the family.

~ith

oc

or be near

Seems to think he ahould have anything he
wants.
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53.

Will do anything for attention.

VO

0

OC

S

N

54.

Has trouble communicating with others.

VO

0

OC

S

N

55.

Cauaea problema at mealtimes; too finicky,
always late, needs to be coaxed to eat.

VO

0

OC

S

N

Acts younger than the other children his
age.

VO

0

OC

S

N

Won•t go to bed on tUne or without fuss
or trouble.

VO

0

OC

S

N

Won•t attempt new things on his
someone helping him.

VO

0

OC

S

N

56.
57.
58.

own

without

59.

Bullies younger children.

VO

0

OC

S

N

60.

Rune away from home.

VO

0

OC

S

N

61.

Whimpers and begs to get his own way.

VO

0

OC

S

N

62.

"Shows off."

VO

0

OC

S

N

Below begins another check list. This one deals with problems parents,
themselves, frequently have. Please circle the response that applies
to you. Remember:
VO • Very Often;
l.

0 • Often; OC ~Occasionally;
N • Never

S

=

Seldom;

I find myself constantly criticizing his/her
efforts.

VO

0

OC

S

N

2.

I seem to be always yelling over something.

VO

0

OC

S

N

3.

I am depressed much of the time.

VO

0

OC

S

N

4.

I feel like I'm not a very good parent.

VO

0

OC

S

N

5.

I think I'm spoiling my child.

VO

0

OC

S

N

6.

I feel like I'm inconaiatent with diacipline.

VO

0

OC

S

N

7.

I'm not firm enough.

VO

0

OC

S

N

8.

I aeem to be constantly forcing my child
to do as I say.

VO

0

OC

s

N

I make promises that I can't keep.

VO

0

OC

S

N

9.
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10.

When my child is trying to provoke me, I
fall for it.

VO

0

OC

s

N

1 treat my child like he is younger than
he really h.

VO

0

OC

S

N

12.

I try to protect my child too much.

VO

0

OC

S

N

13.

I !ind mysel f doing things for my child
that he can do himself.

VO

0

OC

S

N

14.

I correct my child too much in public.

VO

0

OC

s

N

15.

I find myself paying attention to my child
for a 11 the wrong things.

VO

0

OC

S

N

My relationship with my child is just one
big fight after another.

VO

0

oc

S

N

17.

I become too excited over little things.

VO

0

OC

S

N

18.

I am always nagging, trying to get my child
to do something.

VO

0

OC

S

N

I constantly ask my child why he acts like
he does.

VO

0

OC

S

N

20.

I am easily frightened into telling lies,

VO

0

OC

S

N

21.

I pay attention to all hl.s hurts and ills.

VO

0

OC

S

N

22.

I don't seem to get around to answering my
child's questions.

VO

0

oc

S

N

23.

I try too hard to be perfect or infallible.

VO

0

OC

S

N

24.

I'm afraid we're not united as a family.

VO

0

oc

S

N

25.

I give my ~hild everything he wants.

VO

0

OC

S

N

26.

1 can't help Laughing over his / her bad
behav i or.

VO

0

OC

S

N

1 don't ever seem to convey the idea that
some things are wrong or right.

VO

0

OC

S

N

I find myself always picking up after my
child.

VO

0

OC

S

N

Sometimes 1 just can't help los ing my temper
totally.

vo

0

OC

S

N

ll.

16.

19.

27.
28.
29.
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30.

I find myself defending my child against
neighbors, teachers, policemen, etc,

VO

0

OC

s

N

I just ~an't make my child care about neatness
or order.
VO

0

OC

S

N

Even when my child's right, I'd never let
him know that.

VO

0

OC

S

N

When we dis~uss aome point, I usually back
down.

VO

0

OC

S

N

1 spend a lot of time explaining my behavior
to my child.

VO

0

OC

S

N

35.

My child doesn't respect me.

VO

0

OC

S

N

36.

I find myself caught in my children's
arguments, playing referee.

VO

0

oc

S

N

We have trouble establishing a household
routine.

vo

0

oc

s

N

I 'm not sure about the when and hows of
discipline.

VO

0

OC

S

N

I find myse lf comparing my children with
each other.

VO

0

OC

s

N

40.

I am too meticulously clean.

VO

0

OC

S

N

41.

I have trouble showing our child that we
love him.

VO

0

OC

S

N

We have a hard time agreeing on what to do
with our child.

VO

0

OC

S

N

43.

I can't seem to get the kids to cooperate.

VO

0

OC

S

N

44.

I do a lot of things for my child that he
could do for himself.

VO

0

OC

S

N

45.

I feel impatient with my children.

VO

0

OC

S

N

46.

My goals for my children seem to be too high
for them sometlmea.

VO

0

OC

S

N

47.

I make decisions too quickly.

VO

0

OC

S

N

48.

I make rules too quickly.

VO

0

OC

S

N

49.

My kids don't listen to what I say.

VO

0

OC

S

N

31.

32.
33.

34.

37.
38.

39.

42.
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50.

I can't talk to my child.

vo

0

oc

S

N

51.

I don't tell him often enough he's right
or wrong.

VO

0

0C

S

N

52.

I feel lonely much of the time.

VO

0

OC

S

N

53.

I feel that nobody appreciates me.

VO

0

OC

S

N

54.

I feel that nobody really understands my
problems.

VO

0

OC

S

N

55.

I don't really enjoy my children.

VO

0

OC

S

N

56.

I am tired much of the time,

VO

0

OC

S

N

57.

My daily life ian't interesting.

VO

0

OC

S

N

58.

I frequently feet tense.

VO

0

OC

S

N

59.

I have trouble being interested in what
my child aays.

VO

0

OC

S

N

I find myself expecting too much of my
children.

VO

0

OC

S

N

I have trouble respecting my child as a
separate person.

VO

0

oc

s

N

I always seem to be threatening my child
into doing the right thing.

VO

0

0C

S

N

63.

I make threats I don't or can't carry out.

VO

0

OC

S

N

64.

I have trouble understanding how my child
feels.

VO

0

OC

S

N

65.

I think I'm too strict with my child.

VO

0

oc

S

N

66.

My children don't aeem to realize I have a
life, too.

VO

0

OC

S

N

We can't seem to agree on how our family
should be handled.

VO

0

OC

S

N

I jutt don't feel close to my husband/wife
a ny more.

VO

0

OC

s

N

60.
61.
62.

67.
68.
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Appendix E
Self-concept Inventory--Parent
Confidential
Please mark an "X" in the boxes below to show how you rate your self in
c~parison with others.
One of
the
best
l.

Engaging in outdoor
sports

2.

Learning thingl
rapidly

3.

Getting along with
others

4.

Get ting work done on
time

s.

Being sensitive to
what other people
are feeling

6.

Raving a good aenae
of humor

7.

Having a nice phyeical
appearance

8.

Remembering what I've
learned

9.

Controlling my temper

Better
than
most

About
average

Only
80 80

Not
very
good

One of
the
beet
10.

Contro lUng my temper
with people in
authority

11.

Being willing to help
others

12.

Being confident

13.

Being good at things that
require physical skill

14.

As a student in school, I
was

lS.

Making friends

16.

Being able to concentrate

17.

Being tactful

18.

Able to have fun

19.

Being in good physical
proportion

20.

Intellectually I am

21.

Being
group

22.

Being able to take
orders

8

leader in a

Better
than
most

About
average

Only
so

80

Not
very
good

One of
the
best
23.

Being willing to give in
sometimes

24.

Accepting myself

25.

Being not too slim nor
too overweight

26.

Raving new, origins 1
ideas

27.

Having many friends

28.

Being able to listen to
instructions

29.

Making others fee 1 at
ease

30.

Being energet:ic

31.

Being in good physical
shape

32.

Being able to apply
what I learn

33.

Being active in socia 1
affairs

34 .

Being able to ask for
advice

35.

Being likeable

Better
than
most

About
average

Only
so so

Not
very
good

One of
the
best
36 .

Getting fun out of
living

37.

Being good at athletic
games

38.

In terms of brightness

39.

Being popular with
others

40,

Being well organized

41.

Accepting others

42.

Being able to make
change a

43.

Having good physical
features

44.

Having interest in new
ideas

45.

Having fun with others

46.

Persistence

47.

Being easy to get along
with

48.

Not worrying too much

49.

Having athletic skill•

Better
than
most

About
average

Only
80 so

Not
very
good

One of
the
best
50.

Being challeneged by
difficult situations

51.

Being able to cooperate
vith others

52..

Not making excuses

53.

Being fair

54.

Liking my life

55.

Enjoying games and
sports

56.

Getting ahead in the
world

57.

Understanding hov others
feel

58.

Budgeting time ao the
work gets done

59.

Understanding others

60.

Not feeling too tied
down

Better
than
most

""bout
average

Only
so 10

Not
very
good
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Self -concept 1 nventory--Parent
Individual Analysis Sheet of Difference Scores
Physical
Ability and
Appearance

~

Menta 1
Ability

!2!1

Pre

Socia 1
Relations

Post

~

1

2

3

7

8

9

13

14

15

19

20

21

25

26

27

31

32

33

37

38

39

43

44

45

49

so

51

55

56

57

- --

totals
Difference

-- --

!.2ll

-- ---

130
Self-concept Inventory--Parent
Individual Analysis Sheet of Difference Scores (continued)
Work
Habits

Social
Virtues

Happy
Qualities

Pre ~

!!! !2.U

!!!

4

5

6

10

ll

12

16

17

18

22

23

24

28

29

30

34

35

36

40

41

42

46

47

48

52

53

54

58

59

60

-- -totals
---

-- --

Post

- - --

--

Difference
Total Test Score
Difference - - - - -
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Appendix F
Children's Reports of Parental Behavior
Please mark each of the following items as i t applies to your parents:

If you think the item is LIKE your parents, circle 1·
If you think the item is SOMEWHAT LIKE your parents,
If you think the item is NOT LIKE your parents,

circle~·

circle~·

SOME-

LIKE

WHAT

NOT

LIKE

LIKE

My parents:
1.

Don't mind if I kid them about things.

L

SL

NL

2.

Think my ideas are silly.

L

SL

NL

3.

Make me feel better after talking over my
worries with them.

L

SL

NL

4.

Never bring me a surprise or a present.

L

SL

NL

5.

Enjoy it When I bring friends to my home.

L

SL

NL

6.

Forget to help me when I need i t .

L

SL

NL

7.

Seem to see my good pointa more than my
faults.

L

SL

NL

8.

Don't seem to think of me very often.

L

SL

NL

9.

Like me to choose my own way to do things.

L

SL

NL

10.

Act as though I am in the way.

L

SL

NL

11.

Almost a lways speak to me with a warm and
friendly voice.

L

SL

NL

12.

Think I am just aomeone to "put up with."

L

SL

NL

13.

Allow me to tell them if I think my idees
are better than theirs.

L

SL

NL
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LIKE

SOMEWHAT

NOT

LIKE

LIKE

14,

Say 1 am a big problem.

L

SL

NL

15.

Understand my problems and worries.

L

SL

NL

16.

Don't seem to enjoy doing things with me .

L

SL

NL

17.

Make me feel free when I'm with them,

L

SL

NL

18.

Always complain about what 1 do.

L

SL

NL

19.

Enjoy talking things over with me.

L

SL

NL

20.

Don't talk with me very much.

L

SL

NL

21.

Make me feel at ease when I'm with them,

L

SL

NL

22,

Sometimes wish they didn't have any children.

L

SL

NL

23.

Enjoy going on drives, trips, or visits
with me.

L

SL

NL

24.

Spend very little time with me.

L

SL

NL

25.

Want me to tell them about it if I don't
like the way they treat me,

L

SL

NL

26.

Forget to get me things I need.

L

SL

NL

27.

Smile at me very often.

L

SL

NL

28.

Don't show that they love me,

L

SL

NL

29.

Let me help decide how to do things we're
working on.

L

SL

NL

30,

Are always getting after me.

L

SL

NL

31.

Are able to make me feel better when I am
upset.

L

SL

NL

Almost never go on Sunday drives or picnics
with me.

L

SL

NL

Really wa nt me to tell them just how I
feel about things.

L

SL

NL

Don't get me things unless I ask over and
over again,

L

SL

NL

32.
33.
34.
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SOHE-

LIKE

WHAT

LIKE

NOT
LIKE

35.

Enjoy doing things with me.

L

SL

NL

36.

Don't share many activities with me.

L

SL

NL

37.

Allow me to have friends at home often.

L

SL

NL

38.

Don't seem to know what I need or want.

L

SL

NL

39.

Comfort me when I am afraid.

L

SL

NL

40.

Hardly notice when I am good at home or in
school.

L

SL

NL

41.

Try to understand how I see things.

L

SL

NL

42.

Get cross and angry about little things I do.

L

SL

NL

43.

Enjoy working with me in the house or yard.

L

SL

NL

44.

Often seem glad to get away from me for a
while.

L

SL

NL

Ask me what I think about how we should do
things.

L

SL

NL

46.

Make me feel I'm not loved.

L

SL

NL

47.

Cheer me up when I am sad.

L

SL

NL

48.

Complain that I get on their nerves.

L

SL

NL

49.

Let me do things that other children my
age do.

L

SL

NL

Te 11 me to quit "hanging around the house"
and go somewhere.

L

SL

NL

51.

Often speak of the good things I do.

L

SL

NL

52.

Wish I were a different kind of person.

L

SL

NL

53.

Try to be a friend rather than a boss.

L

SL

NL

54.

Aren't very patient with me.

L

SL

NL

55.

Seetn proud of the things I do.

L

SL

NL

56.

Are a lways finding fault with me.

L

SL

NL

45.

50.
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SOMEWHAT

NOT

LIKE

LIKE

LIKE

Give me the choice of what to do whenever
possible.

L

SL

NL

58.

Often blow their top when I bother them.

L

SL

NL

59.

Have a good time at home with me.

L

SL

NL

60.

Often make fun of me.

L

SL

NL

6l.

Are easy to talk to.

L

SL

NL

62.

Don't work with me.

L

SL

NL

63.

Hugged and kiased me goodnight when I was
small.

L

SL

NL

Are never interested in meeting or talking
with my friends.

L

SL

NL

57.

64.
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Children'• Reports of Parental Behavior
Individual Analysis Sheet of Difference Scores

Acceptance of
Individuation

Rejection*

h! f2.ll

Acceptance

Hostile
Detachment*

1

Pre Post
2

3

Pre
4 - t2ll

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

21

22

23

24

25

26

27

28

29

30

31

32

33

34

35

36

37

38

39

40

41

42

43

44

45

46

47

48

49

50

51

52

53

54

55

56

57

58

59

60

61

62

63

64

to tala

-- -

- -

Differen~e

--i

--

Pre Post

- -

*

--

*

-

- *

Tota 1 Test Score
Difference
* reversed sign for purposes of
comparison and analysis

*
*
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Appendix G
Self-Concept Inventory--child
DIRECTIONS: Some boys and girls are good a t certain things . Other
boys and gir ls are better at doing othe r types of things. Here is a
list of different kinds of things that boys and gi rls do. Read each
one and then decide how you rate a s compared to other boys and gi r ls
of your age . Mark an X in one of the boxes to show your answer.
Compared with other boy s
and girls my age, how do
I rate now?
1.

Playing outdoor games
after school

2.

Learning things rapidly

3.

Get ting a long well with
boys

4.

Getting a long we 11 with
girls

5.

Being attractive, goodl ooking

6.

Getting along well with
ceachers

7.

Get ting my school work
in on time and not
getting behind

8.

Being sensitive to what
ot her people are feeling

9.

Being comical or
humorous

One of
the
best

Better
than
most

About
average

Only
so 80

Not
very
good

Compared with other boys
and girls my age, hov do
I rate now?
10.

Doing science projects

11.

Being good at sports

12.

Remembering what I've
lea rned

13. Controlling my temper
with boys
14.

Controlling my temper
with girls

15.

Being a good size and
build for my age

16.

Controlling my temper
with teachers

17.

Getting assignments
straight the first time

18.

Being wi 11 ing to help
others

19.

Bei ng confident, not
shy or timid

20.

Doing art v ork

21.

Being good at things
that require physical
skill

22.

Being a good student

One of
the
best

Be tter
than
most

About
average

Only
so so

Not
very
good

Compared with other boys
and girls my age, how do
I

rate now?

23.

Making friends easily
with boya

24.

Making friends easily
with girls

25.

Being neat and clean in
appearance

26.

Being able to take
orders from teachers
without resenting it

27.

Being able to eoncentrace

28.

Being courteous, having
good manners

29.

Getting a lot of fun
out of life

30.

Doing arithmetic work

31.

Being built for sports

32.

Being smart

33.

Being s leader--the
one to get things
started, with boys

34.

Being a leader-- the
one to get things
started, with girls

One of
the
best

Better
than
most

About
average

Only
80 so

Not
very
good

Compared with other boys
and girls my age, how do
I rate now?
35.

Being not too skinny,
not too fat

36.

Paying attention to
teachers, not closing
my ears to them

37.

Studying hard, not
wasting time

38.

Being willing for othen
to have their way sometimes

39.

Not expecting everything
I do to be perfect

40.

Getting good grades in
school

41.

Being good at physical
education

42.

Having new, origina 1
ideas

43.

Having plenty of friends
among the boys

44.

Having plenty of friends
among the girls

45.

Being not too taLl, not
too short

46.

Being able to talk to
teachers easily

One of
the
best

Better
than
most

About
average

Only
so so

Not
very
good

Compared with other boys
and girls my age, how do
I rate now?

47.

Going ahead with school
work on my own

48.

M8king other people feel
at ease

49.

B.aving lots of pep and
energy

50.

Doing SOCia 1 studies
projects

Sl.

Being a good athlete

52.

Being able to apply
what I've learned

53.

Being active in social
affaire with the boys

54.

Being active in socia 1
affairs with the girls

55.

Having ni ce skin

56.

Feeling comfortable
with teachers

57.

Spending most of my time
on my work, not goofing
off

58.

Getting others in class
to like me

One of
the
best

Better
than
most

About
average

Only
so so

Not
very
good

Compared with oth er boys
and gi rls my age, how do
I rate now?

59.

Enjoying myself in
school

60.

Reading on my own for
a research project

61.

Being good at playground
activities

62.

Raving brains

63.

Being popular with boys

64.

Being popular with girls

65.

Having nice features
(nose, eyes)

66.

Feeling that teachers
have confidence in me

67.

Well organi zed, having
materials ready when
they're needed

68.

Liking others in class

69.

Being able to change
thing.s when they don't
suit me

70.

Doing library reading
at home

One of
the
best

Better
than
moa t

About
avera ge

Only
so so

Not
very
good

Compared with other boys
and girls my age, how do
I rate now?
71.

Doing outdoor activities
like hiking, riding,
or swl.mlning

72.

Interested in new
th ings; exci ted about
all there is to learn

73.

Having fun with boys
in the class

74.

Having fun with girls
in th e class

75.

Having nice clothes,
right for my age

76.

Having fun at s chool
with teacher

77.

Sticking to things, not
giving up easily

78.

Being ea sy to get along
with

79.

Gett ing along without
worrying too much

80.

Doing apelling work

St.

Having athletic skilla

82.

Being challenged by
hard things

One of
the
best

Better
than
most

About
average

Only
so so

Not
very
good

Compared with other boys
and girls my age, how do
I rate now?

83.

Being cooperat ive with
boys

84.

Being cooperative with
girls

85.

Having nice hair

86.

Being cooperative with
teachers

87.

Not making excuses for
work which I have not
completed

88.

Being fair

89.

Liking to ltva as I
please

90.

Taking part in class
discussions

91.

Enjoying games and
sports

92.

Raving the brains for
college

93.

Understanding boys'
feelings

94.

Understanding girls'
feelings

One of
the
best

Better
than
moat

About
average

Only
80 so

Not
very
good

Compared with other boys
and girls my age, how do
I rate now?
95.

Raving nice teeth

96.

Understanding teach era'
feelings

97.

Budgeting time spent
with TV, outaide
activities, and
study

98.

Understanding other
people

99.

Being able to live my
own life

100. Doing creative writing
activities

One of
the
best

Better
than
most

About
average

Only
so so

Not
very
good
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Self ~oncept

Inventory-~hitd

IndividuaL Ana lyais Sheet of Difference Scores

Physical
Ability
Pre

!.2.!i

Mental
Ability
Pre

1

2

11

~

Social
Relations
(Same Sex)
Pre

Social
Relations
(Opposite Sex)

Post

Pre

3

4

12

13

14

21

22

23

24

31

32

33

34

41

42

43

44

51

52

53

54

61

62

63

64

71

72

73

74

81

82

83

84

91

92

93

94

- -

-- -Difference
-totals

- --

-- --

-

--

-- --

Post

-- --
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Self-concept Inventory--child
Individual Analysis Sheet of Difference Scores (continued)

Phyaica l
Appearance

Social
Relations
(Teacher)
Pre ~
6

Work
Habits

!E

Post

7

15

16

17

25

26

27

35

36

37

45

46

47

55

56

57

65

66

67

75

76

77

85

86

87

95

96

97

-- -totals
Difference _ __
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Self-concept Inventory--ch ild
Individual Analysis Sheet of Difference Scores (continued)
Social
Virtues

Happy
Qualities
9

School
Subjects

~ Post

18

19

20

28

29

30

38

39

40

48

49

50

58

59

60

68

69

70

78

79

80

88

89

90

98

99

100

totals _ _ __
Difference _ _

Total Test Score
Difference - - - - - -
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